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ABSTRACT

FIRST-YEAR EXPERIENCES OF NOVICE URBAN EDUCATORS:
A CASE STUDY OF BELIEF FORMATION, CHANGE, AND FACTORS OF INFLUENCE

By
Kate Rollert French

The beliefs of teachers can not only influence practice, but can also influence the more
informal decisions teachers make on a daily bases—including how they treat and interact with
students in their classrooms and the greater school community. Brand new teachers commonly
begin their first year of teaching with idealistic and hopeful perspectives. During this time, they
can hold beliefs that stem from their own upbringing, teacher training programs, or other
possible sources. However, unlike teachers with more experience, new teachers are particularly
vulnerable to changing their beliefs—including how they perceive students and their abilities—
during their first year as teacher of record. New teachers are also more likely to undergo
significant emotional turbulence as they navigate the challenging terrain of teaching in an urban
school. During this time they will often turn to more experienced teachers for advice and insight.

This study examined the experiences of five brand new teachers as they progressed
through their first year of teaching in an urban school. Findings suggest that new teachers are
more likely to change their beliefs when they undergo various stages of emotional conflict and
will turn to more experienced colleagues at their school to gain a more accurate and deeper
understanding of both the school community and effective teaching practices to use in this
community. This can contribute to belief change. Teachers were more likely to change their
beliefs during the middle of the school year—specifically during the survival and disillusionment
phases of the Moir (1990) First Year Phases of Teaching model. Of the five teachers who

participated in this study, one teacher experienced a more positive and empowering belief



change, three teachers experienced more discouraging changes, and one teacher did not
experience any significant changes in her beliefs. Implications for social equality—and

inequality—and directions for future research are discussed.
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CHAPTER 1: INTRODUCTION

Teachers play a powerful role in the development students and their perceptions of
society as they oversee a microcosm of the world in their own classrooms. Teachers decide on—
and enforce—rules for order, dictate norms for student behavior, and determine appropriate
pedagogy to achieve various learning goals. This unique classroom environment—and on a
greater scale school environment—brings students from various backgrounds, ethnicities, and
racial identities together (Church & Sedlak, 1976).

Historically public schooling in America was developed as a means to bring greater parts
of society together in an era when division amongst social class, immigrant or native-born status,
and religious affiliation caused great dissonance (Reese, 2005). Early public school advocates
promised that schools would “restore social harmony” and create moral and law-abiding citizens
as students learned to work together—and through their differences—in the common school
classroom (Reese, p. 11). However, these early foundations also laid room for conventional
Eurocentric values and practices—a tradition in American schooling that is still widely seen
today.

Continuous bouts of school reform have challenged Eurocentric school norms over the
past decade in an effort to create learning environments that are fair and socially just (Hess,
2011). However, greater wide-scale reform movements that focus on equity and improving the
educational outcomes for students from historically underserved populations, such as policy
under No Child Left Behind and Race to the Top, have experienced mediocre success and
increasing criticism (Ravitch, 2010). One theory of why education policy fails to achieve its aim
is because of problems with implementation. Weatherly and Lipsky (1977) discuss this of idea

of poor implementation as street level bureaucracy, where people tend to cope with policy—



instead of fully accepting it—and prioritize their own personal incentives. In other words,
implementation of policy is only as good as the last implementer.

Mary Kennedy discusses this idea further in her book titled: /nside Teaching: How
Classroom Life Undermines Reform. Kennedy (2005) argues that education policy fails because
teachers only implement parts of the policy that they feel are important or has value. Findings
such as these suggest that teachers act in their own perceived best interests and could have a
greater effect on improving educational outcomes for students than educational policy alone.

New teachers with a dedication to teaching for social justice and addressing educational
debts between students from high and low socioeconomic, racial, and ethnic backgrounds, in
particular, are entering the classroom more rapidly than ever before (Picower, 2012). However,
research shows that this vigor—and belief in all students—exhibited during the early-career
years of new teachers quickly dwindles as new teachers gain more years of experience—
particularly in under-resourced urban schools (Ingersol, 2001).

Understanding how new teachers experience their first year in the classroom and how
these experiences play a role in their developing teaching practice is an area of research that
needs further exploration (Wilson, Floden, & Ferrini-Mundy, 2002). This need is even more vital
in urban areas where new teachers who are empowered with visions for reform “fall prey to the
stereotypes and deficit thinking that is part of the air they breathe in urban public schools”
(Picower, 2007, p.16). The beliefs of teachers could have serious implications for long-term
student outcomes and growth (Gershenson, Holt, & Papageorge, 2016).

Therefore, this study seeks to understand the experiences of new teachers working in an
urban school and how their beliefs and practices are formed, influenced, and changed over the

course of their first year. A case study approach reveals the unique individual experiences of



five new teachers as they embrace new influences and undergo emotional turbulence during their
first year in the classroom as teacher of record.
Statement of the Problem

New teachers take on a vulnerable role when they embark on their first year as teacher of
record (Trent, 2011). They often experience doubt and face many challenges navigating the new
terrain of their own classroom, school, and community (Howard & Milner, 2014). New teachers
also most likely to experience significant stages of emotional turbulence as the progress through
what Ellen Moir (1990) describes as the six phases of first year teaching.

According to Moir (1990), new teachers experience the six phases of teaching when they
begin their first year as teacher of record. These phase are consecutive and coincide with the
traditional academic calendar. Anticipation is the first phase new teachers face when they
embark on their first year. During this phase new teachers tend to romanticize the position and
have a sense of excitement that carries them through their first several weeks of school. The
second phase, known as survival, begins during the early months of the year, typically around
September and October, and is often a very overwhelming phase for new teachers. During this
stage, new teachers tend to struggle to manage multiple responsibilities and feel overwhelmed
with the many new duties on their plate. Often new teachers will work more than seventy hours a
week on schoolwork during this phase (Moir, 1990). Disillusionment is the third phase new
teachers face, and during this phase teachers often have low morale and feel defeated in their
quest to be a good teacher. During this phase teachers can have lower self-esteem and experience
more self-doubt. Classroom management is also a great concern during this phase, which can
cause added stress because of formal evaluations that are also generally given during this time.

This phase typically extends from the end of October to the middle of January. Rejuvenation is



the fourth phase and follows disillusionment. Generally teachers feel that they have a better
understanding of the school system, their classroom, and experience a renewed confidence in
their ability as a teacher. This phase continues until early spring, when teachers then enter the
fifth phase of reflection. During this final phase new teachers feel that the end of the year is fast
approaching and they start to reflect on what they could have done better over the year and how
they will make these changes in the coming year. This phase typically lasts from the middle of
April to the end of May. The cycle then repeats itself with a phase of anticipation as the new

teachers envision the upcoming year. This phase will last until the end of the school year.

Anticipation

Reflection

Survival

Rejuvenation

Disillusionment

Aug Sept Oct Nov Dec Jan Feb Mar Apr May June

Figure 1.1. Moir (1990) Timeline representing new teachers’ attitude progression over the first

year as teacher of record.

Figure 1.1 illustrates the various phases new teachers face during their first year as

teachers of record. I used this timeline to guide data collection and also to examine how the



timing of an experience affected newly acquired beliefs. This timeline also made it possible to
identify potential patterns amongst study participants—including when they were most likely to
change their beliefs. I then compared these patterns to determine what experiences/ phases of the
Moir (1990) model occurred during these belief changes. I also used this data to track potential
patterns of occurrences in phases where teachers were more likely to change their beliefs, keep
their beliefs, or return to a prior set of beliefs.

Purpose and Significance of the Study

Because each teacher holds a powerful position of influence within their own classroom,
the ability for a teacher to influence student learning, student thinking, and student behavior is
more pronounced. Therefore the perspective and beliefs of a teacher on how students from
certain backgrounds should act, receive information, and influence greater society are important
to consider.

In addition to understanding new teachers’ beliefs and how they evolve during a teachers’
first year, this study also aims to identify some of the broader implications of belief impact on
social inequity and the perpetuation or social inequity in schools. Schools that perpetuate social
inequity may possess teachers who adopt authoritarian beliefs and oppress students into
subordinate class statuses through no-excuse disciplinary policies or regimented curriculum that
allows for little student input. Under this type of model students can be categorized into
particular groups that are expected to act in certain ways—with expectations set by the superior
teacher.

Alternatively, schools that work towards ending this perpetuation of social inequality,
may also possess teachers who have more progressive and empowering beliefs about their

students and their abilities—which may lead to more student engagement and more student



success. However, if new teachers with progressive beliefs and ideals change their beliefs to
reflect the status quo of the existing school culture—especially in cases when this culture limits
student growth—then the school will likely continue to perpetuate social inequality from one
generation to the next. This concept is best described as social reproduction theory, which argues
that existing structures and behaviors—such as perpetual alienation from positive learning
environments and empowering teachers—will transmit social inequality from one generation to
the next.

On the contrary, if new teachers’ beliefs are positive and empowering—or influenced by
an existing set of perspectives that work to combat the status quo of discriminatory norms by
class, race, or gender—then there is a greater chance for students to find value in school, their
teachers, and adopt knowledge to prevail over the cycle of social inequality. The following
framework models this concept and supports the underlying importance and significance of this

study.



Social Reproduction Theory

Student Learning
4 School

Institutional
Preconditions

AN

Veteran Teachers

School Staff

Other Novice
Teachers

Teacher

/

Parents & Community

\ Personal Background

Figure 1.2. Representing the implications of new teachers’ beliefs on social inequality in
schools.
Research Questions

Given the potential impact beliefs can have on teaching practice and greater social
outcomes—such as the perpetuation of social inequality, this study holds an important role in
investigating how novice urban teachers’ beliefs are influenced and changed.

Very few studies explicitly examine how and what influences new teachers during their
first few years of teaching (Hopkins & Spillane, 2014). Understanding these factors of influence,
and how they can change new teachers’ perception and practice is one step in understanding how
schools can work to better prepare their teachers for work in challenging environments. This

study will focus on what new teachers in urban schools believe at the beginning of the year, how



this changes over the course of the year, what factors influence this change, and how new
educators understand the ways in which their beliefs affect their teaching practice. An
overarching, and broader consideration will examine how these influences can lead to the
perpetuation of social inequality in urban schools. Specifically, I seek to address the following
research questions:

Research Question 1: What beliefs do novice teachers in an urban school hold in regards

to teaching practice, social justice, and the purpose of schools as they begin their first

year as teacher of record?

Research Question 2: How do the beliefs of these novice teachers change over the

course of their first year of teaching? When during the year do changes occur?

Research Question 3: What and who do new novice teachers believe influence changes

in their beliefs? How do they see their preparation program and/or new faculty colleagues

influencing their beliefs and changes in beliefs?

Research Question 4: How do these novice teachers understand the ways in which their

beliefs impact their teaching practice?

To answer the research questions in this study, I have used an embedded case study to
examine five brand new teachers of record working in an urban school district. I chose an
embedded case study model because it allowed me to generate data form a variety of sources in
an effort to best understand the experiences of the new teachers in this study (Scholz, 2011).

The goal of the study is to understand how and when new teachers beliefs’ are influenced
during their first year, and why this change takes place. I begin by anchoring my study in the
existing literature on teacher beliefs’ and their impact on practice and student learning in schools,

and the experiences of novice teachers working in urban schools.



I should also note that for this study I chose to capitalize the words “White” and “Black”
when they were applied in a racial context. I made this decision because I feel that the identity of
“White” and “Black™ is just as important to one’s identity as their geographical or ancestral
origins. | feel that it is just as appropriate for someone to identify themselves as “Irish,”
“Chicano,” or “African American” as they would “Black” or “White.” Because of this, I chose

to capitalize “Black” and “White” when referring to one’s race.



CHAPTER 2: LITERATURE REVIEW & THEORETICAL FRAMEWORK

Many people think of their beliefs as uniquely independent and formed through an
objective rationale where reason and logic are the primary deciding factors. Absolute truth is the
culmination of careful thought and reason—and logic is the instrument of validity. People may
even boast about their ability to form an independent opinion based on their superior intellect or
pedigree of schooling. While this understanding may support actions and perspectives of the
past, new research suggests that our beliefs are not the product of careful consideration and
thought, but instead the product of our social environments (Mercer & Sperber, 2017).

This insight is key in understanding recent political decisions and in understanding the
power of influence from various social environments. Sociologist Arlie Hocshchild explores this
phenomena further in her new book Strangers in their Own Land by investigating how people
are influenced and swayed toward one belief over another based on their shared social belonging
and emotional investment in a particular group.

Schools are often referred to as microcosms of society because they harbor many
different kinds of people with a wide range of beliefs. More so, they often mirror the society in
which they come from and embrace societal customs that can oppress one social construction of
a group and privilege another. Because of this, schools are sometimes labeled as potential
vehicles that foster social reproduction and transmit inequality from one generation to the next
(MacLeod, 2009; Langston, 2000; Ransford, 2000).

Schools are also unique because of their isolation from society and ability to create
practices and daily norms that can be very different from society at large. Having students walk
in single-file lines down a hallway, transition to classrooms at the sound of a bell, raise a hand to

ask questions, or have an assigned seat in the cafeteria, are such examples of school norms that

10



are different from society at large. While these norms are enforced to teach responsibility and
self-discipline, they can also perpetuate discrimination if enforced unfairly across different
groups (Sleeter & Grant,1996; Nieto, 2004).

In an ideal world, all teachers believe that students are capable regardless of social class,
race, gender, sexual orientation, or disability and make intentional decisions to include students
from backgrounds that are historically underserved or oppressed by institutionalizing equitable
norms and employing socially just teaching methods in their own classrooms. However, based
on recent research findings of inequity and how teachers’ expectations can vary for certain
students—and by teacher demographic—we know that this is not always the case (Gershenson,
Holt, & Papageorge, 2016).

Many new teachers begin their first year aware of the vast inequities that exist in today’s
society and in its schools. They also often bring a fresh perspective and belief that they can work
toward combatting this inequity in their own classrooms. Yet, as these new teachers embark on
their new social terrains and emotionally invest in new relationships they may experience certain
vulnerability in their teaching practice and turn to other resources for advice and input.

The Capacity of Beliefs in Education

Past educational research suggests that the beliefs of teachers—and beliefs in general—
are very difficult to change (Roehler, Duffy, Herrmann, Conley, & Johnson, 1988). This
unlikeliness of change led to a whole strain of research that suggested a limited effect on teacher
beliefs from teacher preparation programs and an unlikeliness for pre-service teachers to change
their beliefs as teachers of record (Gallagher, 1994).

Today, new educational research suggests that teachers’ beliefs can and will change

depending on their unique experiences, and that new teachers of record are impressionable and
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vulnerable to the unique pre-existing social nuances in their new schools (Trent, 2011). Veteran
teachers, on the other hand, are less likely to change their beliefs (Tschannen-Moran, & Hoy,
2007).

We know that teachers’ beliefs can affect classroom practice and that their perceptions of
student ability, value, and motivation to learn can also affect the way in which teachers interact
with, discipline, and praise their students (Anderman, Andrzejewski, & Allen, 2011). Based on
this knowledge, one could argue that teachers’ beliefs are very important to study and examine.
For example, if a teacher believes that students from poor or minority backgrounds are less
capable of achieving than students from affluent or privileged backgrounds, then poor and
minority students will not receive the same quality of instruction or care. The differences in
interactions between these belief-constructed groups can be subtle—such as not calling on a
student when her or his hand is raised, blatant—such as repeatedly targeting the same African-
American student for not following a classroom rule when other students break the rule but are
not reprimanded, or overt—such as seating all of the English-language learners in the back of the
classroom (Benokraitis & Feagin, 1995). Similarly, if teachers believe that their students are
incapable of meeting certain behavioral or academic standards, they can settle for what is
considered good enough for that particular group. This idea of low immediacy toward students
from less privileged groups is in direct conflict with teaching for social justice (Mehranbian,

1981).
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Belief Formation & Change

In multiple fields of academic research, researchers have debated whether beliefs are
static or if they can change. For example, in a study published in the Journal of Experimental
Psychology, Australian psychologist Stephen Lewandowsky (2011) tested participants’ ability to
make accurate judgments from their beliefs by recounting details of a liquor robbery they had
read about in a local newspaper. One group was told that the robbers were of Caucasian descent,
while the other group was told that the robbers were of Aboriginal descent. After reading about
the robbery in the newspaper, participants were asked to recall details—this included any
corrections made to the article (such as the acknowledgement that al// robbers were of Caucasian
descent). All participants were able to accurately report details of the crime, however many
participants labeled the robbers as Aboriginals, even when they knew this description had been
corrected. Therefore, even though all study participants were able to correctly answer factual
questions, they relied on race to answer inferential questions. All study participants had read the
truth about the robbers’ ancestry in the corrections section of the newspaper, but still turned
toward their racially-based beliefs to answer inference questions.

In another study published in Pediatrics, scientists Nyhan, Reifler, Richey, and Freed
(2014) examined what it might take to get people to change their beliefs and attitudes toward
vaccines. A group of over 2,000 parents were shown one of four pro-vaccine advertisements that
relied on a type of persuasive strategy—emotions, using science, facts, or stories—to see which
strategy was most effective in changing their beliefs about vaccines. Surprisingly, the results
showed that none of the strategies had been effective in changing the beliefs of parents. Parents
that believed vaccines were bad would not change their beliefs even when presented with

compelling evidence that appealed to their emotional or intellectual understandings.

13



However, while some people do not change their beliefs, we know that some people do
change their beliefs. In an article that examined how likely social media users are to change their
minds on certain issues, researchers Tan, Niculae, Danescu-Niculescu-Mizil, and Lee (2016)
found that users could be persuaded to change their views if certain conditions were met. The
researchers analyzed the discourse of a Reddit community known as ChangeMyView, which
holds over 200,000 users, and invites members to challenge other’s opinions. If the opinion of a
user is changed, the user shares this with the community—with a rationale as to why the user’s
views had changed. Overall, the researchers found that not only can views be changed, but also
identified strategies that were most useful in changings others’ opinions. Specifically, the
researchers found that arguments were more persuasive when they contained the following
criteria: 1) statements were framed objectively —and free from emotionally charged words, 2)
statements had links to evidence or citations, 3) statements contained full sentences, sometimes
paragraphs—and were free of rants, and 4) statements used softened tones such as “it is likely
that” instead of dominant absolute tones such as, “We know this is true.” The researchers also
found that online users were more likely to change their minds when more people challenged
their originally posted opinion.

Knowledge that beliefs change or have changed is well documented. However,
understanding sow and why beliefs change is relatively new. We have plenty of research on
student beliefs and their relationship with student outcomes, but there is limited research in
relation to teachers and teachers’ beliefs (Rubie-Davies, Flint, & McDonald, 2012). Some
psychologists such as Paul (2014) argue that beliefs are tied to one’s identity and will therefore
change as one’s identity changes or evolves. However, some political scientists argue that

individuals are psychologically motivated to maintain and support their own existing beliefs and
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will not change nor consider change unless confronted with an increase in anxiety or stress
(Redlawsk, Civettini, Emmerson, 2010). This idea is known as Affective Intelligence Theory and
has been used widely in the political sciences arena to understand voting habits in elections
(Marcus, MacKuen, Wolak, & Keele 2006).

Teachers’ Beliefs in Early Career Years

All teachers possess beliefs about students, professional responsibility, and daily
classroom norms (Pajares, 1992), and for the purposes of this study will be defined as the
implicit or unconsciously held assumptions about students, classrooms, and academic decision-
making. There is limited research on how, why, and when teachers’ beliefs change or evolve
over time (Kagen, 1992), partly because beliefs can also encompass both conscious and
unconscious evaluative opinions (Borg, 2011). It was important to understand these limitations
in designing this study and develop qualitative instruments that can encompass both dimensions
of these evaluative opinions. The limited research on this topic is another reason why this area of
research is so important—particularly for younger teachers who tend to leave the profession
early in their career.

We know that the first year of teaching is stressful and that this can be especially difficult
for new teachers in urban schools (Howard & Milner, 2014; Kozol, 1992). Teaching can be
closely tied to personal beliefs and political beliefs. These beliefs can also be negative, incorrect,
and further enhanced by someone with a contrary attitude (Garrett & Weeks, 2013).
Understanding how beliefs are formed and when these influential moments surface is important
in preparing new teachers to teach for social justice—particularly in maintaining a resistance to

status quo efforts that reinforce negative perceptions of students and their communities.
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Research on Teachers’ Beliefs

The research on teachers’ beliefs exploded during the 21st century with studies conducted
across the globe (i.e. Blay & Ireson, 2009; Mattheoudakis, 2007; Fonseca, Costa, Lencastre, &
Tavares, 2012; Zohar, Degani, & Vaaknin, 2001; Correa, Perry, Sims, Miller, & Fang, 2008;
Underwoord, 2012), but studies on teachers’ beliefs is not a new field of research.

Teachers’ beliefs and their impact on practice have remained a relevant topic for
investigation since the publication of Pygmalion in the Classroom (Rosenthal & Jacobson,
1968). In the famous study, Rosenthal and Jacobsen (1968) examined elementary students and
elementary teachers in San Francisco to understand how student performance is affected by
teacher belief. Essentially, the researchers wanted to see what would happen if teachers were told
that particular students had greater potential than other students. They found that the teachers
were more likely to give a student more attention if they believed that he or she had a greater
ability or IQ—even when the actual I1Q had not changed. This study is important because it
shows that when teachers believe students have greater potential they are more likely to aid in
the student’s development of this potential—and less likely to aid in this development when they
believe the opposite. Today, some debate still exists about teachers’ expectations and abilities to
influence 1Q. Essentially one group of researchers argues that expectations do influence 1Q
(Raudenbush, 1984,1994; MacLeod, 2009), and another group argues that expectations do not
influence IQ (Snow, 1969, 1995; Jussim & Harber, 2005).

Fenstermacher (1979) first predicted that teachers’ beliefs would become a vital part in
determining teacher effectiveness after the literature shifted from covering the attitudes of
teachers to covering the beliefs of teachers (Richardson, 1996). Brown and Cooney (1982) led

the field into understanding how teachers internalize information based on their beliefs by
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researching the habits of pre-service mathematics teachers. These researchers found that
mathematics teachers do not use the knowledge they garnered during their pre-service years in
their own classrooms as teachers of record. They also suggested that understanding the nature of
belief systems, in general, would help understand how teachers internalize messages and
ultimately practice what they learn from teacher education courses. Fishbain and Ajzen (1985)
argued that beliefs influence behavior through the theory of reasoned action, and Ernest (1989)
found that teachers beliefs about mathematics and beliefs concerning the processes of teaching
mathematics are more impactful on classroom outcomes than pedagogical or curricular
knowledge alone. In the early nineties, Pintrich (1990) examined psychological literature to
deduce implications for teacher education and urged for more researchers to investigate how
beliefs influence learning in pre-service teacher coursework. He argued that these contributions
from the psychological world of research would become exceptionally valuable to the field of
teacher education.

In a recent study, John Hattie from the University of Melbourne developed a way of
ranking influences related to student achievement using meta-analysis. He examined over 65,000
research papers and found that of all the 195 measured influences, the effects were greatest for
teacher estimates of achievement. In other words, Hattie (2015) found that what teachers believe
about what their students can and cannot do has the greatest effect on student achievement and
learning outcomes. This influence of what teachers believe about their students has a greater
effect on student achievement than prior student achievement, socioeconomic status, early
intervention, class size, and 190 other influences that contribute to learning.

Hamre et al. (2012) examined the idea that beliefs foresee change in teaching practice by

examining how teachers internalize various forms of professional development coursework. His
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team of researchers randomly assigned 440 teachers to two types of professional development.
The first experimental course promoted traditional teacher learning—teachers’ must identify
their own beliefs before anything can be changed. The second experimental course focused on
specific instructional strategies “in which teachers [imitated] effective behaviors learned in
course videos” (Hamre et. al, p. 8). Teachers who participated it the second experimental course
were more likely to report a change in their “intentional teaching beliefs and demonstrated
greater knowledge and skills in detecting effective teacher child-interactions” (Hamre et. al, p.
16). Teachers in this imitation group also reported stronger beliefs about the importance of
teaching early literacy and language skills. These findings suggest that teachers can change their
beliefs and actions—sometimes unknowingly—by observing and then imitating effective
teaching behaviors. This strategy of imitation and observation aligns with Bandura’s (1986)
Social Learning Theory that suggests teachers learn how to behave, and ultimately believe, in a
large part by observing others. It also corresponds with Schank’s (1982) Dynamic Memory
Theory, which posits that people develop certain schemas and scripts by watching others.

In contrast to the assisted, or mediated pathway that Hamre et. al (2012) used to affect
teacher behavior through observation and imitation, the direct pathway suggests that changes in
teachers’ beliefs, knowledge, and skills happen before any changes in classroom practice (Weiss,
1998). Many studies provide evidence that teachers’ beliefs may be an important factor for
interventions that aim to change teacher behavior (Spear-Swerling & Brucker, 2004; Stipek &
Byler, 1997). LaPero et al. (2009) found that teacher’ psychological variables, such as beliefs,
are stronger predictors of classroom quality than teachers’ educational backgrounds or years of

experience. In a study that examined early childhood teachers in the United States, China,
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Taiwan, Korea, and Turkey, researchers also found that the beliefs of teachers influence practice
and decision-making (McMullen et al., 2005).

Understanding how teachers’ beliefs are formed, influenced, changed, or unchanged is an
important prerequisite to many areas of educational research. In contrast to earlier research on
beliefs—particularly on the inability for beliefs to change—recent research now illustrates how
not only beliefs can change, but also when—and under what conditions—they are more likely to
change. This is particularly useful in understanding the developing and evolving beliefs of new
teachers as they develop their practices in early-career years and face new possible sources of
influence.

Belief Influence & Impact on Teaching Practice

Today, there is good evidence to suggest that teachers’ beliefs and expectations can
influence student behavior (Borg, 2011; Pajares, 1992). New research suggests that beliefs can
and do influence classroom practice (Beswick, 2012; Prestridge, 2012), and that this practice is
“likely to be the mechanism by which teachers affect students” (Grossman et. al, 2010, p.1).
Beliefs are even often categorized in academic literature as second-order barriers that prevent the
integration of various teaching and learning methods into the classroom (Ertmer, 2005). These
barriers can be more insidious and difficult to overcome than first-order barriers, like issues of
access to resources (Prestridge, 2012).

While teachers can form their own beliefs and expectations from past experiences or
personal background, other variables can also influence teachers’ beliefs. Teaching experience,
teaching subject, and educational background are all examples of such variables (Isikoglu et al.,
2009). Another variable of interest is a teacher’s social network (Frank & Yasumoto, 1998). In a

review that covered over 35 years of research on teachers’ beliefs on student outcomes,
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researchers Harber and Jussim (2005) found that “teacher expectations clearly do influence
students—at least sometimes”™ (p. 131). The researchers also extend the findings of Rosenthal
and Jacobsen’s (1968) study by discussing how both advocates and detractors make sense of the
influence of teachers’ expectations on IQ score.

Most recently, Sorhagen (2013) found that teachers’ expectations for students have a
strong effect on student outcomes. The study investigated first grade teachers’ over- and
underestimations of student math, reading, and language abilities and paid close attention to the
confounding effects of student demographics. The study found that the teachers' inaccurate
expectations in first grade actually predicted students' math, reading comprehension, vocabulary
knowledge, and verbal reasoning standardized test scores at age 15. The study also found
significant interactions between students' family income and teachers' misperceptions of students'
math and language skills. This suggests that teachers' over- or underestimation of ability has an
even stronger impact on students from lower income families.

In a study that examined the effects of beliefs on the use of new technologies in twelve
K-12 classrooms, Ertmer and colleagues (2012) found that teachers who believed there was
value in technology were more likely to implement new technology than teachers who did not
believe there was value in technology. The researchers also found that the existing beliefs and
attitudes of teachers acted as the primary obstacle in using and implementing the new
technologies. In the same study, Ertmer and his colleagues found that teachers who possessed
strong beliefs on the importance of student-oriented learning also possessed strong evidence of
student-oriented practices in their classrooms.

A similar study investigating teachers’ knowledge of mathematics and the effect of

teachers’ beliefs on daily decisions found that teachers who possessed the same knowledge of
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mathematics, but different beliefs on what is important, taught in substantially different ways
(Ernest, 1989). These findings illustrate that teachers’ expectations, beliefs, and decision-making
strongly influence both teacher and student behaviors.

The impact of beliefs may also extend beyond student outcomes, as some evidence
suggests that beliefs also impact a teacher’s motivation, attitude, job satisfaction (Schommer,
1990; Day et al., 2006), their self-efficacy in regards to teaching ability (Tschannen-Moran &
Woolfolk Hoy, 2001), and their response to reform efforts (Spillane & Hopkins, 2014). This
impact is important to consider as new teachers often enter the profession in an impressionable
state. (Alsup, 2006; Atkinson, 2004; Cohen, 2008; Day and Kington, 2008; Trent, 2011).
Expectations

Expectations play a role in how people perceive their own ability, establish certain
attitudes, and form beliefs on various topics. As discussed earlier, the Pygmalion effect suggests
that higher expectations lead to an increase in performance (Rosenthal & Jacobsen, 1966). This
type of finding also occurs in fields such as medicine through a phenomenon known as the
Placebo Effect. The Placebo Effect is one example of how expectations can affect actual
outcomes—even when there is only the belief or expectation driving the outcome (Moerman &
Jonas, 2002). From the Placebo Effect researchers have found that highly trained athletes can
outdo their personal best when they believe that they have taken a performance-enhancing drug
(Trojian & Beedie, 2008). Granted the effects of this phenomenon are subtle and based on
preexisting conditions. The Placebo Effect cannot cure diseases or mend broken extremities, nor
will it allow for athletes to break records if they have not put in the proper training.

In schools and classrooms, there is little research on how phenomena like the Placebo

Effect interfere with teaching and learning. However, educational research does show how leader
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expectations can affect observer outcomes and also how observer expectations can affect leader
outcomes. In an experiment done by Jenkins and Deno (1969) teachers’ beliefs about their own
teaching ability were measured after they entered classrooms of students that were
preconditioned to either act attentive or inattentive. The researchers found that teachers were
more likely to believe that their own teaching skills were better in classrooms where students
were instructed to act more attentive. In another study by Herrell (1971) teachers where told
whether a classrooms would be welcoming or less welcoming and—Ilike the Jenkins and Deno
study findings—the teacher was more likely to believe the preconditioned belief for a class to be
more welcoming or less welcoming even when the class was, in fact, the opposite.

However, when setting one’s personal expectations, there is new research that suggests
that the key to happiness—and a more positive outlook—is exceeding a low expectation.
Rutledge, Skandali, Dayan, and Dolan (2014) tested more than 18,000 people and found that
people’s day-to-day happiness does not reflect the actuality of how well things are going, but
whether or not they are going better than expected. People in the study tended to be happier
when their expectations are exceeded later on. However, the researchers also found that even
though setting low expectations could make one happier when these expectations are exceeded
later on, having high expectations (such as the thought of meeting with good friends for dinner)
could also make people happy as soon as they create the expectation (Rutledge, et al., 2014).

In the field of psychology, researcher Roy Baumesier argued that cheering for a team
could actually backfire based on his research of athletes and gamers under pressure. He studied
the performance of video-gamers as they performed with either a supportive or less-supportive
audience and found that the performance of players actually suffered when they were playing for

a supportive audience. This example represents the idea of ‘choking under pressure’ where the
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performers—and often times athletes—feel the pressure of an expectation to not disappoint and
spend a majority of their effort focused on not messing up instead of winning.

In the classroom, teachers set all sorts of expectations for themselves and their students.
Given the variety of literature on how expectations impact outcomes, it is important to consider
how teachers’ expectations influence their beliefs and also a susceptible change in any beliefs.
This is especially true for new teachers entering the profession who often posses expectations
that are very different from more experienced teachers.
New Teacher Vulnerability

New teachers generally enter the profession with a set ideology on teaching acquired
through various life experiences. These experiences can stem from pre-service training
programs, field opportunities, and personal or familial upbringings (Levin & He, 2008). This
“starting point” of beliefs is often the result of countless hours of practice through university
coursework and can be more persistent and powerful than recently acquired beliefs (Alger,
2009). At this entry point, teachers’ visions of good teaching strongly influence their willingness
to adopt or reject new information and beliefs (Horn, et al., 2008). During this early phase, new
teachers are more optimistic and believe that they will not face the common problems faced by
others. They also view themselves as superior teachers (Pajares, 1992). Yet, even with a strong
foundation in confidence and ability, new teachers are more likely than any other group of
teachers to question themselves and their ability during their first year (Brock & Grady, 2007).
This vulnerability makes new teachers especially susceptible to influence and change.

In a study examining how teachers learn from one another, Schubert and Ayers (1992)
found that, as new teachers progress, they are more likely to mold their beliefs based on their

interactions with other teachers. Pajares (1992) described this exchange of one set of beliefs for
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another as happening subtly, whereas Anderson and Holt-Reynolds (1995) described the
exchange of beliefs as an “overhaul” of research-based methods acquired during training for
more traditional practices witnessed on a regular basis. New teachers are susceptible to changing
their beliefs, professional practices, and visions of good teaching (Anderman, Andrzejewski, &
Allen, 2011). Teachers’ beliefs and attitudes can also affect their own morale and enthusiasm for
teaching (Ischinger, 2009).

However, simply watching other teachers in action does not necessarily translate into
good teaching or an adoption of good teaching practices. Star and Strickland (2008) examined
the idea of ‘teacher noticing’ as a way to determine if pre-service teachers were able to observe
and identify classroom behaviors. The study found that pre-service teachers are generally unable
to observe other teachers’ classrooms with appropriate lenses for growth. Because of this, the
researchers argue that pre-service teachers should receive training on how to constructively view
other classroom teaching before they embark on classroom observations independently (Star &
Strickland, 2009). If pre-service teachers do not master observation skills before graduating from
their teacher preparation programs, this may influence their abilities to change instructional
strategies and classroom practice through imitation methods alone. In this case, the influence of
trusted colleagues and actors in a new teachers’ social network could affect teaching practices
and instructional strategies more significantly.

Creating Constructivist Classrooms

Researchers today often categorize teachers’ beliefs on teaching into one of the following
two groups (Kim, 2005). Firstly, direct transmission beliefs are beliefs held by teachers who
think that effective teachers demonstrate the correct way to solve a problem and that instruction

should be very clear, with correct answers that students grasp quickly. Under this classification,
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teaching facts is necessary because students learn based on background knowledge. Secondly,
constructivist beliefs about teaching are used to describe the beliefs of teachers who view their
role as more of a facilitator to students’ own inquiry and believe that students learn best by
finding solutions on their own, such as by working through practical problems themselves before
the teacher shows them how the problem is solved. Under this classification, the reasoning
process is more important than a specific curriculum (Ischinger, 2009).

Constructivist beliefs on teaching generally lead to better learning (Fostnot, 2013).
Constructivist learning empowers students by teaching them to construct their own
understanding, and teachers who adopt constructivist beliefs on teaching encourage student
initiative (Sawyer, 2005). Constructivist beliefs on teaching legitimize students’ value and
contributions within the classroom and have potential to set a precedent for a student’s value in
greater society.

Ideologies and beliefs on teaching can also impact student-learning behavior. Teachers
who adopt constructivist beliefs on teaching see value in student input, and facilitate student
inquiry. They encourage students to find solutions independently and creatively. Teachers who
employ constructivist beliefs value thinking and reasoning over curriculum content and
encourage students to think about how to solve a problem, instead of seeking one right answer
(Banks, 2015). On the contrary, teachers who employ direct transmission beliefs on teaching see
students as subordinate to the teacher’s authority and ability to demonstrate right answers and
ways of solving problems. Instruction is done in quiet environments and around problems that
are easy to solve. These beliefs value background knowledge and facts as existing knowledge to

build new knowledge (Schcolnik, Kol, & Abarbanel, 2016).
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Combined with personal perceptions and understanding for how subjectivities and
identities contribute to oppression and privilege, and historic institutional pre-conditions that
have influenced the demographics of schools, these ideologies and beliefs on teaching could act
as mechanisms for reinforcing or discouraging student learning behavior that perpetuates or
deconstructs social reproduction in schools.

The conceptualization of novice teacher beliefs to affect greater social norms in regards
to marginalizing some groups while privileging others is best explained by examining their
constructivist or direct transmission beliefs on teaching. Teachers with constructivist beliefs
about teaching see students as participatory learners in their own learning. Under this domain,
the teachers’ role is more to facilitate a student’s own inquiry and aid in the development of a
student’s thinking and reasoning process. Through this set of beliefs, teachers would assert that
the student possesses complete agency over his or her learning process. In contrast, direct
transmission beliefs about teaching employ the teacher as the ultimate authority, and students are
subordinate to the teachers’ expertise and knowledge. Under this domain of beliefs, students are
expected to solve a problem in the fashion that the teacher commands and there is an emphasis
on getting the one and only right answer.

New teachers enter the profession with a certain impressionability that leaves them
susceptible to influence from a variety of sources. These new sources can influence new
teachers’ ways of thinking and also impact their ways of teaching and learning. Many new
teachers enter the profession with empowering mindsets on how to leverage their teaching in
ways the combat the status quo of learning at their school. However, if teachers are vulnerable to
adopting new sets of beliefs—and new teaching practices—then this empowering way of

teaching can be lost.
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Historical Considerations

The transmission of social inequality from one generation to the next can occur through
various structures and activities, and schools are one such structure where social reproduction
can occur. Schools today look and operate the way they do based on many institutional pre-
conditions or historic tendencies for segregation. The segregation of neighborhoods, particularly
in older cities where there is a large disproportion of minorities living in certain areas, is one
such example that illustrates historical pre-conditions. These isolated neighborhoods are not
isolated simply because people with common interests and backgrounds chose to live in the same
area. They are instead the result of decades of racists housing policies that bared certain races
and ethnicities from living in the same area as Whites. Legal actions even blocked families from
buying property or living in certain areas on the basis of race alone (Anyon, 1997; Massey &
Denton, 1993).

In 1934, the Federal Housing Authority made guaranteed loans accessible to the White
masses, but refused to offer loans to African Americans. This association even labeled certain
areas with large proportions of African American inhabitants as a risk for property owners—
subsequently lowering the property value and overall worth of the area. This idea of “redlining”
made it incredibly difficult for the majority of African American families and other minority
families to emerge from poverty and live in better neighborhoods with better schools and
resources (Massey & Denton, 1993). While illegal today, one can still witness vestiges of this act
in most American cities, as many areas still exist in a highly segregated state—something that is
easily recognized when comparing neighborhood school demographics. Dominant social groups,
such as Whites, greatly benefited from these historic advantages and were able to accrue wealth

much quicker through home ownership. On the contrary, minority families were forced into
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limited options of renting with limited potential for building equity and wealth—and typically in
the worst areas.

Blockbusting was another technique White real estate agents incorporated to exploit poor
minority groups in order to gain a greater profit share from White families. Through
blockbusting, White real-estate agents would let African American families rent homes in
traditionally White neighborhoods, as a means to scare White families into moving into a
neighborhood that had higher property values. Agents would tell White families about the unruly
new neighbors and encourage them to leave the neighborhood, opening more space to continue
blockbusting efforts. If the family chose to stay, they risked losing their housing value since the
number of African Americans in the neighborhood also affected the retail value of the home.
Once White families moved out, real-estate agents would divide one-family homes into multiple
apartments and then rent to African American families at much higher rates. (Massey & Denton,
1993; Wilson, 1996).

This exploitation gave minority families limited opportunities to not only accrue wealth
and exhibit agency, but also disallowed families to send their kids to the best neighborhood
schools. Even after the passing of Brown v. Board of Education, schools continued to stay
segregated and remain just as segregated, if not more segregated, today (Orfield, Ee,
Frankenberg, & Siegel-Hawley, 2016). The above examples and many other pieces of history—
such as slavery, Jim Crow laws, and other oppressive policies — can largely account for why

student demographics are so disproportionate in urban schools today.
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Urban Schools in America Today

For the past twenty years, researchers have documented the challenges of working in and
attending urban schools in America. Combinations of poverty, poor infrastructure, and other
unfavorable circumstances have lead to student disenfranchisement and teacher burnout (Weiner,
& Jerome, 2016). Issues such as absenteeism, classroom discipline, student pregnancy, and
limited control over the curriculum also make it difficult for urban schools to recruit new
teachers (Lippman, Burns, & McArthur, 1996). Mclntyre (2009) found that teachers cited
confusion, poor communication, and problems with the hiring process as reason for exiting the
profession after their first year. However, when new teachers ultimately decide to leave teaching,
they do so not because of any one factor but instead due to a complex system that Hg and Peter
(2010) describe as “simultaneous and sometimes contradictory forces generated by prior
expectations and immediate realities” (p. 123).

In a study examining the sources of stress and symptoms of burnout for new teachers in
rural and urban schools, Abel and Sewell (1999) found that urban schoolteachers experience
significantly more stress from poor working conditions and poor staff relationships than their
rural counterparts. Kozol (1992) cites such stress as one of the many forces that encourages new
teachers to avoid urban schools. Hunter-Quartz (2003) further claims that stress scares the most
promising candidates away from the profession in the first place. For teachers who do work in
urban schools, their first years are often tumultuous and challenging. Researchers assert that this
trend accounts for the rapid attrition in urban schools (Ingersol, 2001) and accounts for about
fifty percent of new teachers exiting the profession within the first four years (Fantilli &

McDougall, 2009; Ingersoll, 2003). This high attrition rate has negative effects on student
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performance (Ronfeldt, Loeb, & Wyckoff, 2013) and is costly in terms of human and financial
capital (Barnes, Crowe, & Schaefer, 2007).

Urban schools have a history of severe teacher shortage and questionable teacher quality
(Darling-Hammond, 1999). Urban schools are also the likeliest to hire emergency certified
teachers or teachers on a probationary teaching certificate (Lankford, Loeb, & Wyckoff, 2002).
Less-qualified teachers can have lower value-added scores, as defined by teachers’ impact on
students’ test scores, and spend less time on instruction (Chetty, Friedman, & Rockoff, 2011;
Desimone & Long, 2010). Research has also shown that this limited instructional time leaves
students less likely to attend college, earn high salaries, and live in higher socioeconomic
neighborhoods (Chetty, Friedman, & Rockoff, 2011). Students in urban schools suffer when
they lack quality teaching.

In recent work that examines the achievement gap between Whites and Blacks in
American schools through changes in teacher assignment, economists Andrew Bacher-Hicks,
Thomas Kane, and Douglas Staiger found that not only are African American students in large
urban districts taught by less effective teachers, but that if these teachers were replaced with the
top 25% of teachers, the achievement gap between White and African American students would
close within a decade (Bacher-Hicks, Kane, & Staiger, 2014). Eric Hanushek, another economist
that studies the educational achievement gap in America, has also found that students with high
quality teachers experience the greatest gains in student achievement when accounting for race
and socioeconomic status (Hanushek, 2014).

The state of urban schools today is not much different than it was sixty years ago, as
many schools still hold vestiges of early oppression and racist housing policy. Urban schools are

still likely to have fewer resources with less qualified teachers and disproportionally serve
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students from minority and lower socioeconomic backgrounds. While recent efforts and policies
have worked to improve the student achievement in urban schools, very few efforts have led to
transformational change.

Based on my prior exploratory study of how veteran teachers influence new teachers in
urban schools, I contend that teachers are influenced by more experienced teachers whom they
trust and are more likely to engage with on a regular basis. In a pilot study I conducted during the
summer of 2015, I observed novice teachers working in an urban school close to the school site
of this study. Each teacher had completed a teacher preparation program that was specially
designed to prepare new educators for work in urban schools. All of the teachers had completed
coursework that linked culturally competent pedagogy with the knowledge and understanding of
the vestiges of historic oppression. The teachers in this study all shared that they even though
they appreciated the coursework of their program, they felt that they had to forgo these socially
just—and research-based—teaching methods for methods that were more realistic—which they
saw on a regular basis from the veteran teachers at their new schools. One teacher in particular
shared that her belief change stemmed from one class she taught which had students with various
abilities and needs. Initially, she believed it was important to reach all of her students, but after
getting to know her mentor teacher, she started to believe that it was better to pick just one level
of students and teach to that group because she would never be able to fully reach them all.

This same teacher shared that her veteran mentor teacher had told her this during her
early career years and that she might as well stop wasting her time and just pick one group of
students to teach to—whether that be the high achievers or low achievers did not really matter.
The new teacher shared that she adopted this veteran teacher’s set of beliefs because she thought

it was helpful and actually made her classroom much easier to manage. The new teacher
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continued to develop her own teaching practice around this belief, and subsequently excluded
students in future courses from better opportunities to learn. Many other teachers shared that
their beliefs about teaching and what they had once thought about kids from their new
communities changed based on the beliefs and messages they received from more experienced—
and trusted—teachers.
Social Reproduction in Schools

In today’s schools and world of public policy, there is a notion that any child can grow up
to be whatever he or she wants to be; it is simply a matter of how hard he or she is willing to
work. This achievement ideology—or belief in meritocracy—posits that all individuals are given
the same set of opportunities and that success is based on merit, and social and economic
inequality are due to difference in ability and ambition alone (MacLoed, 2009). Simply put, this
idea suggests that individuals do not inherit social status, but instead attain it through their own
hard work. Many Americans believe in this system and can provide examples of how it well
works (MacLoed, 2009; Ladd, 1994). This achievement ideology—and even language of
achievement—can also harbor oppressive tendencies because it assumes that the only barrier to
success is a student’s own effort, courage, or skill. This ideology ignores the deep-seeded issues
of poor education compounded overtime as underserved groups often received the most limited
and under-resourced form of education for many years. It is therefore more appropriate to refer
to the achievement gap instead as an educational debt that was never truly full nor has fully been
restored.

While this thought is encouraging to those who have thrived in the world of meritocracy,
aggregate statistics suggest a more discouraging reality for less privileged groups. Social

activists argue that greater inequalities continue to exist between White middle-class students
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and poor African American or Latino students (Kozol, 2012; Lewis & Diamond, 2015; Ladson-
Billings & Tate, 1995;). In examining income inequality and educational outcomes, Douthat
(2005) discussed compelling findings related to this inequity between social classes from the
National Education Longitudinal Study:

If you hope to obtain a bachelor's degree by age twenty-four, your chances are roughly

one in two if you come from a family with an annual income over $90,000; roughly one

in four if your family's income falls between $61,000 and $90,000; and slightly better
than one in ten if it is between $35,000 and $61,000. For high schoolers whose families

make less than $35,000 a year the chances are around one in seventeen. (p. 2)

This quote illustrates that students from lower income families are less likely to graduate
from college—or succeed under the idea of meritocracy—than students who come from families
with higher incomes. If individual outcomes were truly based on ability and talent alone, then
these statistics would reflect more equal numbers for students from all types of socioeconomic
backgrounds.

Social Reproduction Theory

Social reproduction theory asserts that certain activities and structures transmit social
inequality from one generation to the next (Doob, 2013). One such structure that perpetuates this
agenda is school. Reproduction theorists have found that “schools actually reinforce social
inequality while pretending to do the opposite” (MacLeod, 2009, p.11). Bowles, Gintis, and
Groves (2009) argue that different standards exist for students from different socially constructed
class groups and suggest that lesser-class citizens endure a more regimented curriculum that

emphasizes obedience and conformity to rules while their more privileged counterparts are
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taught critical thinking skills and have less supervision. Through this lens, schooling is a place
for reinforcing the fragmentation and dominance of one group over another.

Bourdieu (1986) extends this theory to include the idea of cultural capital and how
schools privilege a higher-class form of social capital through linguistic and cultural preferences
that surface in classrooms. The perpetuation of a dominant culture in schools advantages students
who posses these ways of knowing, and disadvantages students who do not. Bourdieu’s concept
of habitus is loosely defined as the attitudes, beliefs, dispositions, and experiences of those
inhabiting one’s social world and suggests that this preference for one culture over another
negatively affects aspirations and attainment for students who identify with non-dominant
cultures.

If schools have institutionalized a preference for dominant culture and indirectly
marginalized non-dominant groups, both academically and socially, then teachers can play a
powerful role in reinforcing or challenging these norms in their own classrooms, based on their
beliefs. Schools can train the wealthy and dominant groups to take up places at the top of the
economy while conditioning the poor and subordinate groups to accept their lowly status in class
structure (MacLeod, 2009). They can also harbor teachers who operate under a set of beliefs that
employ direct transmission style or constructivist practices. These beliefs and actions may
subsequently perpetuate a dominant culture or challenge existing routines and push a more
equity-focused agenda.

Critical Race Theory

Similar to Social Reproduction Theory, which suggests that certain institutions foster

tendencies that transmit social inequality from one generation to the next, Critical Race Theory

(CRT) posits that White supremacy is maintained over time by existing regimes and traditions—
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despite legal action to rescind certain traditions (Harris, Crenshaw, Gotanda, Peller, & Thomas,
2012). CRT emerged as a framework during the post civil rights era and has deep origins in
legal scholarship (Delgado & Stefancic, 1993). Like Critical Theory, CRT examines the social
construction of phenomena and challenges how knowledge is created and whose stories are
shared (Delgado & Stefancic, 2017). CRT builds on Critical Theory by considering how racial
domination contributes to the lack of racial equity (Harris, et al., 2013). In other words, CRT
challenges the work of early civil rights movements by addressing how legal actions and
terminology like ‘color blindness’ inadvertently contribute to the suppression of racial minorities
by allowing Whites to ignore the disadvantages associated with non-White people.

Doob (2013) suggests that today many White people believe that "racial privilege no
longer exists” even when “their behavior supports radicalized structures and practices” (p. 4).
Critical Race Theory identifies both explicit and implicit examples of racism that are embedded
within our society and challenges the legal notion that all men and women are equal. CRT posits
that even though the constitution promises equal protection of the law for all people, existing
regimes of White supremacy and privilege disallow for this promise for non-White people.

Gloria Ladson-Billings and William Tate introduced the idea of CRT into educational
research in the mid-nineties after earlier research suggested that non-White populations were
receiving inferior educational experiences despite new legal requirements for equity (Kozol,
1967). Ladson-Billings and Tate applied the framework of CRT to argue that, “these
inequalities are a logical and predictable result of a racialized society in which discussions
of race and racism continue to be muted and marginalized” (p. 47). Since this seminal

study many educational researchers have applied the lens of CRT as a tool to study issues
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of equity, equality, and policy reform in education (Solorzano, 1997; DeCuir & Dixson,
2004; Milner, 2013).
Greater Effects for the Less Privileged

Poor minority students disproportionately comprise the demographics of urban schools,
and substantial gaps in academic measures remain for less privileged groups such as African
Americans, Hispanics, and Native Americans (Kao & Thompson, 2003). Researchers Neild and
Balfanz (2006) found that even with greater alternative offerings, students still prefer to attend
large comprehensive high schools that serve their particular residential area. This suggests that
while we have many new progressive policies that allow for more school choice, many families
still want to send their children to public neighborhood schools—and expect these schools to best
serve their children.

Unfortunately, students that fall into less privileged groups are also disproportionately
disadvantaged by school sanctions. For example, according to data from the US Department of
Education, even though African American students make up only 18 percent of the student
population, they account for 35 percent of all one-time suspensions, and 46 percent of more-
than-one-time suspensions. These students also account for 39 percent of all school expulsions
(Civil Rights Data Collection, 2010) These statistics show that African American students are
three and a half times more likely to be suspended or expelled than their Caucasian peers (Civil
Rights Data Collection, 2010).

In a study that surveyed 561 elementary school children to determine if a student’s race
or ethnicity played a role in the formation of teacher expectations, researchers found that African
American children were more likely than Caucasian children to have teachers that

underestimated their ability (McKown & Weinstein, 2002). These statistics suggest that while
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we may assert that all students have a chance to succeed in the modern educational arena, there is
actually an implicit bias based on which socially constructed class group one identifies—that is
deeply tied to one’s beliefs.

In a book that examines privilege, oppression, and difference, Johnson (2002) argues that
we all identify by our socially constructed view of age, race, ethnicity, gender, physical ability,
and sexual orientation. We also identify based on background, socioeconomic status, marital
status, military experience, religious beliefs, geographic location, parental status, and education.
Johnson (2002) suggests that the trouble around diversity is not that we just identify with
different groups, but instead how society uses these differences amongst these groups “to include
or exclude, reward or punish, credit or discredit, elevate or oppress, value or devalue, leave alone
or harm” (p. 16). Some groups are privileged and others are oppressed according to this model.
Schools are supposed to serve as the great leveler of these differences amongst students, but if
teachers are reinforcing the marginalization of some groups and privileging others, there could
be serious implications for students subject to this behavior.

The Power of Teachers to Perpetuate Social Reproduction

Bowles and Gintis (1976) argue that standards and socialization mechanisms are different
for students from underprivileged backgrounds, and even suggest that students from lower class
backgrounds are victim to a more regimented curriculum that emphasizes conformity and
obedience. The opposite is true for higher class, privileged groups. Here, students are encouraged
to think critically and often have less supervision (Bowels & Gintis, 1976). If schools are
working to deconstruct the social reproduction of socially constructed class groups, one would
likely see teachers using constructivist teaching approaches that encourage student input and

value students’ thinking and critical reasoning processes over obedience and docility. Social
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reproduction in schools is not only influenced by teacher expectation and actions. It could also be
influenced by counseling services, course scheduling policies, discipline policies, peer dynamics,
etc. However, many researchers argue that student performance is mostly a result of teacher
quality (Darling-Hammond, 2000; Stronge, Ward, & Grant, 2011). Therefore, if teachers possess
the greatest ability to affect student performance, and ultimately offer the chance to achieve
above past familial outcomes, then we should investigate the mechanisms of how teachers’
beliefs on teaching could perpetuate or deconstruct social reproduction in their classrooms.

In explaining how difficult it can be to teach for social justice through a certain belief
mindset, author of Others People’s Children, Lisa Delpit says, “We do not really see through our
eyes or hear through our ears, but through our beliefs” (p. 46). She stresses the importance of
beliefs derived from their position of power. Teachers are in an ideal position to affect student
outcomes, perceptions, and self-assessment. By addressing teachers’ beliefs, we address
teachers’ power that, as Delpit writes, “stems from merely being the majority, by being unafraid
to answer or raise questions about discrimination and voicelessness of people of color, and to
listen to, not hear, what they say” (p. 47). Teachers possess a certain power in the classroom,
and that power reflects a certain socially constructed group. This power is portrayed through
teachers’ beliefs and can have the power to affirm and sustain students' cultural backgrounds or
further marginalize their identity.

Jean Anyon (1997) spent much of her life’s work investigating schooling distinctions
amongst social classes. In one seminal study, Anyon (1981) investigated the habits of teachers in
five elementary schools over the course of a full school year. She found that students from
different economic backgrounds were already “being prepared to occupy particular rungs on the

social ladder,” (Anyon, 1981, p. 170). In the working class schools, for example, students were

38



given academic tasks that required them to follow steps or procedures, which were typically very
mechanical and allowed for very little decision-making or choice. In middle class schools,
student success was about getting the right answer. These “right” answers were typically found
in books and from listening to the teacher. This type of work, in addition to the working class
school behaviors, required very little independent-thinking activity. In the most affluent schools,
however, work was about being creative and working independently. Here, students were
encouraged to express themselves and apply concepts and ideas to their own independent
projects. These ways of teaching varied by the degree to which a student group (or in this case
school) fell into a socially constructed category. Some groups were marginalized, as the case of
the working class and middle class schools who were excluded from the more the advantageous
ways of learning that were reserved for the privileged upper class. This way of teaching to
different socially constructed class groups can be divided into two general indices for teachers’
beliefs on teaching that either marginalize or oppresses student groups.

Direct transmission beliefs about teaching encourage teachers to treat students as the less
privileged students in Anyon’s (1981) study. Here teachers structure classroom activities around
rote procedures and hold students accountable for right answers. There is also an emphasis on
teaching facts and for students to remain quietly subordinate to the teacher when learning
(Ischinger, 2009). Constructivist beliefs about teaching envision student input and agency as
equally valuable to the teacher’s expertise. The affluent students in Anyon’s (1981) study were
taught by teachers who employed constructivist-teaching strategies. Here students get to
facilitate their own inquiry and find multiple solutions—instead of just one right answer—to
problems they solve independently. Teachers also prioritize students’ growth in reasoning and

critical thinking over the mastery of specific curriculum content (Ischinger, 2009)
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Many beginning teachers enter the profession with culturally competent knowledge and
years of justice-oriented coursework. Many new teachers also display this through the
constructivist-teaching strategies exhibited in their new classrooms. However, there is a chance
that new teachers may adopt a more direct-transmission teaching style approach if it widely used
within their social network (Selley, 2013). If new teachers form relationships with existing
groups of teachers that perpetuate the marginalization of some groups of students and privileging
of others—as identified in their beliefs on teaching and learning — then they may also forgo their
constructivist beliefs about teaching for direct transmission beliefs. This switch could perpetuate
social reproduction in schools.

Schools that perpetuate social reproduction may possess teachers who possess direct
transmission beliefs and oppress students into their subordinate class status through a regimented
curriculum that allows for little student input. Through this model a student is locked into a set
group with certain procedural or transactional skills that he or she can later exchange for
positions in society that reinforce their status as subordinate to other dominate influencers.
Schools that deconstruct social reproduction may possess teachers who possess constructivist
beliefs and empower students to achieve through creative and collaborative means (MacLeod,
2009; Freire, 1993).

The Intersection of Culturally Competent Coursework & Belief Influence

Culturally competent pre-service coursework is of no use if it gets discharged at the
schoolhouse gate. Understanding how new teachers form their social networks and how these
network dynamics affect new teachers’ beliefs may have bold implications for understanding the
mechanisms by which social reproduction continues in schools today. Many researchers have

elaborated on Anyon’s (1981) work and discussed this deficit between social classes, including
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its pervasiveness in schools (Brantlinter, 2003) and ideologies that govern classroom
management (Casey, Lozenski & McManimon, 2013). There is a good deal of research that
asserts how the role of education is used as a means to reproduce an unequal system of social
classes; however, there is also a limited empirical understanding of the ways in which teaching
beliefs and the influences on beliefs of new teachers “contribute to the reproduction of
distinction and relations of social class” (Anyon, p. 118). Analyzing the behaviors of new
teachers in regards to what influences their beliefs across multiple phases of vulnerability during
their first year may shed light on this process of reproduction.

The interactions of new teachers with their teacher colleagues (including new and veteran
teachers) depend on the school infrastructure and can thus vary by school, district, or subject
(Spillane & Hopkins, 2013). We know that social networks tend to have more influence on
teachers’ beliefs than school experiences alone (Aston & Hyle, 1997), but exactly with whom,
where, when, and how frequently these interactions occur is still uncertain.

Studies examining teacher beliefs are not uncommon (Ertmer, 2005; Tschannen-Moran,
& Hoy, 2007), and in recent years many scholars have shown interest in examining how teacher
beliefs affect student behavior (Hamre, et al., 2012; Hamre et al. 2013). However, how these
beliefs develop around teaching and learning, and ultimately manifest into classroom practice,
has yet to be fully explored (Tsangaridou, 2006; Basturkmen, 2012). Some scholars argue that
the difficulty in studying teachers’ belief formation stems from poor conceptualizations,
definition problems, and competing understandings of beliefs and belief structure (Pajares,
1992). Current studies lack the depth to fully understand how beliefs are reinforced or
deconstructed in novice teacher development through their immediate surroundings (Anderon &

Stillman, 2013). If we can better understand how new teachers adopt new beliefs and who or
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what influences the acquisition of beliefs, then we can attempt to intentionally modify the
institutional and structural conditions that accept the status quo and allow for tendencies that
foster social reproduction.

Structuring Supportive Environments for New Teachers

These challenges make teaching in urban schools difficult and detrimental to novice
teachers wanting to make an impact on the lives of students in under-resourced, urban settings.
During their first year, teachers are likely to form their permanent styles of teaching (Bullough,
1987), and new teachers in search of belonging will often turn to veteran teachers for advice and
support (Mastropieri, 2001). This advice and support often comes in the form of both formal and
informal support groups. Schein (1992) defines these support groups as a professional culture
where:

A pattern of shared basic assumptions that the group learned as it solved its problems of
external adaptation and internal integration, that has worked well enough to be
considered valid and, therefore, to be taught to new members as the correct way to
perceive, think, and feel in relation to those problems (p. 12).

Once a new member, or new teacher, enters the group, they embark on understanding and
deciphering the group’s norms, social behaviors, and assumptions about teaching and learning.
To further examine new teacher experiences with colleagues, researchers Kardos and Johnson
(2007) surveyed 486 first- and second-year teachers in Michigan, California, Florida, and Texas.
The researchers found that many new teachers work without supportive and integrated
professional cultures, and that these cultures may support new teachers in different ways. In an
earlier study, Kardos et al. (2001) generated the idea that three types of professional cultures or

subcultures exist within schools. These subcultures include: novice-oriented professional
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cultures, integrated professional cultures, and veteran- oriented professional cultures. The study
highlighted the definitions of the three professional cultures but offered little insight on how new
teachers join a given subculture. These findings are insightful because they categorize groups
based on years of experiences. Teachers are likely to form subgroups based on identity, familial
or personal background, and proximity of classroom to other classrooms, among other
possibilities.

One intentional way of structuring supportive environments for new and early-career
teachers is through teacher induction programs. Teacher induction programs are often a
partnership between the school and a local university where both parties work to help connect
the worlds of theory and practice as teachers gain more real-world experience but consistently
reflect back on their theoretical knowledge of teaching and learning (Stanulis, Ames, Stanulis,
Burrill, & Ames, 2007). As part of a teacher induction programs, new teachers embark on their
daily activities—and influences—as new teachers of record, but then also have time reflect,
decompress, and receive feedback from their teacher preparation programs. This partnership
allows new teachers to get real-world experience while also having access to supportive—and
often familiar—influences.

Trusting Relationships

Relational trust is an important part of forming relationships with new colleagues. New
teachers in a new situation are more likely to form relationships with other teachers through
regular interactions and observations (Bryk & Schneider, 2002). This trust is established when
both parties have mutual confidence and respect in one another and can aid in the adoption of
existing school norms and in the collective responsibility for student learning (Goddard, Hoy, &

Woolfolk, 2000). While this trust is generally a positive attribute, and can function as a resource
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for school improvement for parties in agreement, these shared norms and beliefs can also push
out or hinder efforts to do things differently.

As new teachers enter the profession to combat the status quo and teach for social justice,
it can be challenging to go against a prevailing perspective and act contrary to the majority of
others—especially in a state of newness and vulnerability. New teachers work to build relational
trust with new friends and faculty and could risk shared mutual respect and confidence when
they disagree with a popularly held opinion. New teachers may find it challenging to find
balance and belonging in their new schools with a commitment to their former beliefs—
especially when these beliefs are challenged by newly trusted sources.

Placement Considerations

Hopkins and Spillane (2014) found that new teachers are more inclined to seek advice
from veteran teachers than teachers with less experience, and that the physical proximity of a
new teacher’s classroom to another teacher’s classroom influences the likelihood that they will
regularly communicate with that nearby teacher. In a study that examined thirty elementary
schools in an urban setting, Paris and Spillane (2010) found that new teachers adopt new advice,
knowledge, and information from on-the-job interactions with their colleagues. The researchers
argue that these collegial interactions are just as significant to the changes in teachers’
instructional practice as formal professional development.

In a study investigating social tie formation, Spillane, Kim, and Frank (2012) found that
new teachers interact with other teachers and form social ties based on their personal identities,
such as race or gender, and through formal organizations, such as grade-level assignments and
formal positions. Diamond, Randolph, and Spillane (2000) investigated teachers’ expectations in

a low-income urban elementary school that served mostly African American students and found
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that low expectations for students became embedded within the organizational habitus of the
school, suggesting that beliefs amongst teachers can shape a group narrative and way of being
and understanding.

Collectively, these studies suggest that new teachers will likely seek advice from newly
trusted—and more experienced colleagues—whom they interact with most regularly. Because
these relationships develop informally, and there is no certainty on how empowering or cynical
this advice transfer may be, it is important that new teachers are placed in environments where
they interact most frequently with teachers who possess empowering beliefs about teaching and
learning in urban schools.

It is important to note here that the word choice of empower is being used to best portray
a succinct way of describing socially just beliefs. Because empower means to give someone—or
something—power or authority, the phrase ‘empowering beliefs’ suggests beliefs that make
someone more confident in controlling and claiming their rights. The word empowerment can
carry negative connotations and can reinforce dehumanizing practices as someone—or teacher—
allows for others to claim their rights. Therefore, given the constraints of the English language,
the term ‘empower’ is not a perfect adjective to use to describe socially just beliefs, but is more
appropriate that any other considered terminology.

Teacher Turnover & Attrition

Under-resourced, urban schools struggle to retain high-quality teachers. In a study that
investigated teacher quality in under-resourced, urban schools in Illinois, researchers Peske and
Haycock (2006) found that teacher quality decreases when there are more minority students
enrolled in the school. They also found a similar trend for schools with increasing enrollments of

students from high-poverty backgrounds (Peske & Haycock, 2006). Schools that are
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disproportionately serving less privileged groups are also retaining the lowest-quality teachers.
This crisis of how to best recruit, train, and retain teachers for urban schools and mitigate the
effects of teacher attrition and burnout became an epidemic at the turn of the 21st century
(Darling-Hammond, 1999). By and large, urban schools still lack the ability to retain high-
quality teachers in present day (Whipp & Geronime, 2015). We also now know that constant
teacher turnover and burnout can affect children’s social and academic success. In a study that
examined teacher burnout, and the effects of teacher burnout on students in high-needs
elementary schools, researchers Hoglund and colleagues (2015) found that teacher burnout can
actually predict a child’s social adjustment and academic adjustment, suggesting that students
who are subject to regular teacher attrition have a harder time forming relationships with peers
and in acquiring skills and knowledge.

This turnover of teachers in schools could not only limit the educational experience of
under-privileged students, but it could also impact students’ social development. Cooper (2016)
suggests that student motivation is affected by teacher turnover as students fail to form
relationships and connect with teachers in schools where teachers exit so rapidly. Further
investigating the early career experiences of novice teachers’ could shed light on the current
factors affecting teacher attrition and burnout. Understanding this phenomenon better could also
help interpret the messages teachers receive regarding their beliefs toward students and how this
affects their own beliefs, behaviors, and ability to reinforce or deconstruct social reproduction
norms in under-resourced, urban schools. This could inform how urban schools can best
structure their environments to allow for positive interactions amongst teachers who teach for
social justice, emphasize student assets, proactively responds to student challenges, and mitigate

stressors that contribute to early burnout and attrition.
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Structuring supportive environments for new teachers is one way to help new teachers
not only continue teaching in urban schools, but also continue teaching with empowering and
optimistic beliefs about their students, their own teaching, and the urban community they now
serve. If new teachers are in a place to build relationships with colleagues who can help them
positively develop and navigate the many challenges that come along with teaching in under-
resourced schools, then the school—and overall learning environment for students—may
drastically improve.

The Potential of Positive Social Influence

Teachers’ social relationships are increasingly researched to understand policy
implementation (Coburn & Russell, 2008) and how teacher interaction can contribute to student
learning (Moolenaar, 2012). Research has found that well-connected teacher networks have
supported greater levels of student achievement (Moolenaar, Sleegers, & Daly, 2011), and
schools that encourage interactions amongst teachers are best situated to reform instruction
(Hopkins & Spillane, 2014). This suggests that social relationships can help facilitate the best
methods of teaching and learning within classrooms. While this model is advantageous for
schools that encourage constructivist beliefs on teaching, it may be disadvantageous for schools
whose social network structures possess direct transmission beliefs on teaching and learning—
particularly in schools that serve high numbers of marginalized students. Like Anyon (1981)
found in her work on the constitution of teachers and their teaching style, when students are
exposed the compounding effects of a certain style of teaching and learning, they also become
habituated into a more permanent social position and view of themselves in society. If students
are marginalized to believe they are inferior to the authority of their teachers practicing direct-

transmission style teaching, they will likely assume this position in greater society. However, if
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students are empowered to believe in their own ability, autonomy, and ability to create by
teachers practicing more constructivist-based learning, then they will likely assume a more
advantageous position in society. Therefore, it is important that new teachers are exposed to
more positive and empowering viewpoints—and not indoctrinated with doubt—in their newly
formed relationships with existing faculty.

Administrative Impact

Research suggests that school leaders can influence interactions amongst staff and the
distribution of resources by appropriating leadership positions and grade-level assignments based
on anticipated relationships (Spillane, Kim, & Frank, 2012). Given the impact of social
relationships on teaching practice, teachers’ beliefs, and schools’ abilities to reinforce or
deconstruct social reproduction, it is worth investigating how novice urban teachers develop
relationships and how these relationships influence their beliefs on teaching. Early-career
teachers could be using constructivist principles and culturally competent teaching strategies in
their classrooms initially, and then abdicating their socially just beliefs and abilities for the
dominant beliefs that reflect their new social group. Understanding how novice teachers form
new relationships with existing staff and what factors influence these new relationships is
important to consider in examining this belief shift.

If teachers and other school staff shape the structural characteristics of their environment,
they possess the capacity to reinforce or challenge the social reproduction process (Diamond,
Randolf, & Spillaine, 2004). We know that many schools play a role in the social reproduction of
students in marginalized groups, but research is limited in its knowledge on how mechanisms

within schools ultimately perpetuate this outcome (Anyon, 1997; Darling-Hammond, 2010).
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Understanding how and by what factors new teachers’ beliefs are influenced during the first
year, and how this affects their classroom practice, may help to better explain this mechanism.
Understanding Shifting Beliefs

Social theorists challenge the power of schools to change outcomes for under-privileged
groups and argue that social reproduction in schools is inevitable (Bowles & Gintis, 1976;
Bourdieu, 2011; Giroux, 1983). Yet, many new teachers entering the teaching profession have
confidence in their beliefs that they can make a difference for less privileged groups (Haberman,
1995). There’s something unique that happens during urban teachers’ early-career years that
causes a shift from this idealistic outlook to a feeling of disillusionment, powerlessness, and
inability to fight the status quo (Byrne, 1998; Rushton, 2001). How and when this shift occurs
and why it occurs for some novice urban teachers and not others is one idea explained through
this embedded case study.

Novice teachers seek advice from their social relationships when they encounter
challenge (Mastropieri, 2001) and the beliefs of novice teachers are open to influence and change
based on interactions with others (Carter & Doyle, 1996). Some evidence even suggests that
novice teachers change their beliefs and identities based on dialogues and experiences within
their social relationships (Beijaard, et al., 2004). This prompts further research to investigate
whether these new relationships influence novice teachers’ beliefs and whether these new beliefs
affect classroom practices that reinforce or deconstruct tendencies for the social

Summary

Understanding new teachers’ beliefs—including how they are formed, influenced, and

changed—is an important first step in improving the early career experiences of teachers and

also teacher preparation programs. New research has challenged the widely held idea that beliefs
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are static and cannot change (Lewandowsky, 2011), and provided certain variables that can
contribute to belief changes (Tan, et al., 2016). While many teachers—and people in general—
are unaware of how their beliefs are influenced and ultimately impact their practice, new
research suggests that what teachers believe about their students significantly affects a student’s
outcome and overall achievement (Hattie, 2015). In places such as under-resourced urban
schools there are even greater implications for teachers’ beliefs and their effect on students as
these schools have often been labeled as places to transmit social inequality from one generation
to the next—an idea most commonly known as social reproduction theory (Bowles, Gintis, &
Groves, 2009). If new teachers’ enter the classroom with a set of empowering beliefs, but then
become disenchanted with new beliefs on students and their abilities they may resort to more
antiquated methods of teaching that focus on discipline and order instead of creativity and
empowerment.

Because new teachers are exceptionally vulnerable (Trent, 2011) and often seek advice
from newly trusted colleagues (Brock & Grady, 2007; Anderman, Andrzejewski, & Allen,
2011), it is imperative that educational researchers understand how the beliefs of new teachers
change and when these changes take place. It is also important that educational researchers
understand the experiences new teachers face during their first year as they undergo new
emotional turbulence and work to cope with the many demands of teaching as teacher of record
(Moir, 1990). If researchers, school districts, and administrators can better understand the
unique experiences new teachers face during their first year and how they succumb or overcome
influences or perspective changes in their beliefs, then we can better prepare teachers to navigate

the challenging first year with empowering beliefs and teaching strategies.
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Because there is a great need for more teachers to work in urban schools—particularly
teachers who are qualified and excited about teaching in urban schools—this study offers insight
into how urban schools are perceived by incoming new teachers and how new teachers can best
prepare for work in these schools in ways that respect the existing culture and build on strong
community principles and values. There is a great deal of research that examines how beliefs are
formed, influenced, and ultimately impact actions. However, there is very little research that
examines how the beliefs of new teachers are formed and influenced, and sustained—particularly
in urban schools. This study will contribute to this existing gap and by examining what new
teachers believe when they enter the classroom as teacher of record, how they experience their
first year, and what influences their beliefs as they make sense of their new school culture,

community, and students.
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CHAPTER 3: METHODOLOGY

The ongoing experiences of brand new teachers in urban schools and how their beliefs
and actions evolve over time is important to consider in reforming urban schools and overcoming
systems of oppression. I conducted this study to examine these issues and specifically address if
or how new teachers’ beliefs sustain, morph, or change during the various phases of the first year
(Moir, 1990). To best investigate these phenomena, I used an embedded case study (Gerrig,
2004) to examine brand new teachers of record working in an urban school district.

In case study research, the case can be a university, business, company, city, or even a
human being. The case is unique among others and is “considered from a specified perspective
and with a special interest” (Scholz, 2011, p. 1). The integration of knowledge and data
stemming from various sources allows the researcher to investigate multiple dimensions of
phenomena through various perspectives. Case studies examine a current phenomenon in a real-
world context, where the boundaries between the phenomenon and the context are hard to define
(Yin, 2003). Case studies go beyond isolated variables and allow the researcher to examine
“context and other complex conditions” that are related to the case (Yin, 2009, p. 4). To this
end, a case study was the most appropriate method to investigate the phenomena of new
teachers’ beliefs and influence as identified in the following research questions.

Research Questions

I used case study methods to investigative new teachers’ beliefs sustainment, change, and
evolution over the first year as teacher of record. I also aimed to understand how changes in
novice teachers’ beliefs could contribute to social reproduction tendencies in urban schools. The

following research questions are investigated in this study:
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Research Question 1: What beliefs do novice teachers in an urban school hold in regards
to teaching practice, social justice, and the purpose of schools as they begin their first
year as teachers of record?

Research Question 2: How do the beliefs of these novice teachers change over the

course of their first year of teaching? When during the year do changes occur?

Research Question 3: What and who do new novice teachers believe influence changes

in their beliefs? How do they see their preparation program and/or new faculty colleagues

influencing their beliefs and changes in beliefs?

Research Question 4: How do these novice teachers understand the ways in which their

beliefs impact their teaching practice?

Study Design

I drew from multiple sources of evidence for this study. In an embedded case study,
different perspectives of inquiry, or several subunits, compile the case. These diverse methods
generate data, and allow for the integration of diverse viewpoints from various sources (Scholz,
2011). Specifically, I utilized interviews, classroom observations, and surveys as sources of
evidence to address my questions.

A case study design allowed for “an intensive study of a single unit for the purpose of
understanding a larger class of (similar) units” (Gerrig, p. 342). In this study, the single unit, or
case, was classified as each of the five brand new teachers in one urban school, while the larger
classes of similar units were classified as brand new teachers in urban schools across the United
States. This case study followed Moir’s (1990) timeline for the six phases of teaching. This
timeline theorizes what teachers are feeling during various points of their first academic year in

the classroom. Following Moir’s (1990) six phases ensured that data was collected during

53



specified intervals that accurately reflected certain levels of vulnerability and strength throughout
the new teachers’ first year.
Research Setting
Data collection took place over the course of the 2015 — 2016 academic year (beginning

August 2015 and ending November 2016), with thirteen data collection points that aligned with
each of Moir’s (1990) six phases. The data was collected in September (anticipation), October
(survival), December (disillusionment), February (rejuvenation), May (reflection), and July
(anticipation) with a final data point collected the following November. The final data collection
in November was added as a follow-up interview after data revealed that all of the teachers’
beliefs had changed—even though only one teacher was aware that this change had taken place.
The November interview allowed for teachers to explain what factors might have contributed to
changes in their beliefs and possible reasons for why they were unaware of these changes taking
place. The embedded case study drew from interviews, surveys, and classroom observations as
sources of evidence. Interviews were conducted during the anticipation, survival,
disillusionment, rejuvenation, and reflection phases—with a final interview conducted during the
anticipation phase of the following year. The survey was given during the anticipation,
disillusionment, and reflection phases. Classroom observations were conducted during the end of
survival/beginning of the disillusionment phase, and in the rejuvenation and reflection phases.
Research Site

There is a lack of clarity around definitions of urban schools and urban education in the
literature and among researchers, policy makers, and the general public (Whipp & Geromine,
2017). In the world of educational research urban is often used interchangeably with diverse and

high-needs (Anderson & Stillman, 2013). Urban is also sometimes used as a code word to mask
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deficit views of people in racial groups (Milner, 2012). Because of this, I borrowed the definition
of urban from a college of education that has similar interests in preparing teachers for work in
urban schools. I considered other definitions of urban from other institutions such as Michigan
State University (2017), which defines urban education as:

Teaching and learning in urban contexts that serve students who have been historically

disenfranchised and traditionally marginalized by systems of inequality based primarily

on race, ethnicity, culture, gender, social class, language, and disability.

However, because this definition more accurately defines urban education—as opposed
to an exclusively urban area—it was more appropriate to choose a definition that defined urban
in a way that I could also use this definition to locate a research site. Therefore, I chose to define
an urban school as one that consisted of the following important attributes that were determined
by the SUNY Owego School of Education—an institution that has a recent interest in placing
pre-service teachers in authentically urban environments during their internship years.

First, the school must be located in an urban area rather than a rural, small town, or
suburban area. Secondly, the school must have a relatively high rate of students on free or
reduced-price lunch status.. Thirdly, the school must have a relatively high proportion of students
of color. Lastly, the school must have a large number of students who are also considered “high-
needs” —which are students that are in need of special assistance/ support and at a high risk for
educational failure. I used these attributes to locate and identify an appropriate district for this
study.

Case Study District
For this study, I chose a district in the state of Michigan that today serves a population of

roughly 5,500 students—which I will refer to as Willowbrook Independent School District.
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Willowbrook is facing a declining enrollment and about seventy percent of students attending
Willowbrook schools qualify for free or reduced price lunch. Nearly fourteen percent of students
at Willowbrook are enrolled in special education services. Willowbrook’s graduation rate is
roughly sixty-eight percent, and Willowbook has consistently scored below state proficiency
standards in math, science, reading, writing and social studies since 2006. Thirty-five percent of
the students at Willobrook identify as African American and nearly ten percent identify as
Hispanic or Latino. Ten percent identify as belonging to more than one race and forty-eight
percent of the students identify as Caucasian. Willobrook is situated in a city that has almost
34,000 people and was an early home to the auto industry. The city has faced a steady population
decline since 2010. To outside —and more affluent—communities, Willowbrook is seen through
a deficit lens. Outsiders perceive Willowbrook schools as less safe and located in undesirable
areas where inhabitants lack good judgment and often fall victim to immoral pursuits. Many
families who live within the district’s city limits send their children to private school.

Within this district, I selected a middle school as the most appropriate site for study. The
middle school not only encompassed the characteristics of an urban school, but it also recruited
fourteen new teachers for the 2015 — 2016 academic year. Of these new teachers, eight had no
years of experience teaching and three had between one and four years of teaching experience Of
the eight qualified new teacher participants, five teachers agreed to participate in the study.

Within the middle school, forty-seven percent of the students identify as White, forty-
three percent of the students identify as African American, five percent identify as Hispanic, two
percent identify as belonging to more than one race, two percent identify as Asian, and one
percent of students identify as Native Hawaiian. More than sixty-eight percent of the students at

the middle school qualify for free or reduced-price lunch.
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Case Study Participants

The five study participants were graduates of teacher preparation programs in the state of
Michigan. Three of the participants identified as female and two of the participants identified as
male. All of the teachers were between the ages of twenty-two and twenty-eight. All teachers
identified as White or Caucasian. The teachers were given no incentive to participate in the
study, but simply asked if they wanted to participate in a study investigating new teachers on a
voluntary basis. The participants taught different subjects. Mr. Geoffrey taught history, Mr.
Burke taught sixth and seventh grade science, Ms. Barley taught in the special education
resource room, Ms. List taught German studies, and Ms. Destinas taught French studies. All
study participants signed a consent form that outlined the study. This document also provided
further information on the survey, interview, and observation protocols, identified the
participant’s rights, and provided contact information for the university’s institutional review
board in the event of concerns or further questions. See Appendix A for a copy of the teacher

consent form.

Particpant Professional Role
Mr. Geoffrey History Teacher
Ms. Barley Special Education Teacher
Ms. List Foreign Language Teacher
Ms. Destinas Foreign Language Teacher
Mr. Burtke Science Teacher
*Particpant names have been changed to protect privacy P

Table 3.1. Representing an overview of the five study participants in the sample.
Data Collection Procedures
As described previously, I collected data for this study during thirteen distinct data
collection points that spanned the Moir (1990) First Year Phases of Teaching model. All study

participants participated in one hundred percent of these data collection points that included three
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surveys, six interviews, and three classroom observations. The study participants used e-mail as
the primary form of communication to schedule each of the thirteen data collection points with

the researcher.
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Figure 3.1. The data collection timeline for this case study as embedded in the Moir (1990) First
Year Phases of Teaching Model
Surveys

I administered surveys to all study participants three times during the study timeframe.
Each survey had forty-three questions in total. The questions were randomly distributed and
redistributed for each survey so teachers would not recognize patterns or question order. The
survey assessed each teacher’s beliefs in the three domains of teaching practice, social justice,
and the purpose of schooling and also assessed ten belief constructs. These constructs included:

belief that students learn in different ways, belief that learning is the same for all students, belief
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in constructivist teaching practices, belief in direct-transmission teaching practices, belief that
students possess strengths from home, belief that students do not posses strengths from home,
belief in high academic and behavioral expectations, belief in basic expectations for
disadvantaged students, belief that schools should prepare students for college, and the belief that
school should prepare students for jobs. These constructs and beliefs are intersectional, but were
identified and defined independently to best showcase and isolate any changes in beliefs as they
progressed over time. Survey questions for each construct are presented in Table 3.2. All five
study participants took the survey during the anticipation phase, the disillusionment phase, and
the reflection phase. The survey drew questions from three existing and reputable surveys that
assess teachers’ beliefs and attitudes in regards to constructivist or direct transmission beliefs on

teaching.
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Items

Beliefs on teaching practice

Belief that students learn in different ways
[ invite students to create many of my bulletin boards.
I base student grades primarily on homework, quizzes, and tests.
I prefer to assess students informally through observations and conferences.
I often create thematic units based on the students’ interests and ideas.
Belief that learning is the same for all students
A quiet classroom is generally needed for effective learning.
I believe students learn best when there is a fixed schedule.
I generally use the teacher’s guide to lead class discussions of a story or text.
I find that textbooks and other published materials are the best sources for creating my curriculum.
Belief in constructivist teaching practices (student should construct his or her own knowledge)
I believe that expanding on students’ ideas is an effective way to build my curriculum.
I prefer to cluster students’ desks or use tables so they can work together.
I involve students in evaluating their own work and setting their own goals.
My primary role as a teacher is to help students become learners, not to teach particular content knowledge.
During discussions I ask many open-ended questions and encourage students to ask questions of each other
My role as a teacher is to facilitate students” own inquiry.
Students should be allowed to think of solutions to practical problems themselves before the teacher shows them how they are solved.
Thinking and reasoning processes are more important than specific curriculum content.
Belief in direct-transmission teaching practices (central role in learning is assigned to to the teacher)
It is better when the teacher-not the students decides what activities should be done.
I like to make curriculum choices for students because they can’t know what they need to learn.
To be sure that I teach students all necessary content and skills, I follow a textbook or workbook.
If Tam not directing classroom events, the most likely result is chaos.
My students spend the majority of their seatwork time working individually.
If students are interested in a topic I try to help them, but I don’t use class time because I have a lot of curriculum to cover.
Effective good teachers demonstrate the correct way to solve a problem.
It is better when the teacher — not the student — decides what activities are to be done.
Instruction should be built around problems with clear, correct answers, and around ideas that most students can grasp quickly.
It is important that I establish classroom control before I become too friendly with students.
If T am not directing classroom events, the most likely result is chaos.
It is better when the teacher — not the student — decides what activities are to be done.

Beliefs on social justice

Belief that students possess strengths from home
An essential part of my teacher role is supporting a student’s family when problems are interfering with a student’s learning.
[ invite parents to volunteer in or visit my classroom almost any time.
Belief that students do not possess strengths from home
I communicate with parents mainly through report cards and parent-teacher conferences.
Schools have generally failed to educate most students from lower class backgrounds enough for them to escape the poverty of their origins.
Belief in high academic and rigorous curriculum
A good academic education, through college, will provide students the most important skills and knowledge they will need to succeed in work.
If a student from this school needs extra assistance, the school provides it.
When there is a dispute between students in my classroom, [ try to intervene immediately to resolve the problem.
Students need to learn that there are consequences for inappropriate behavior.
Belief in “what works for this group” or “status-quo” curriculum
Good basic reading, mathematics skills, science, and learning the important facts of history will enable most students from immigrant and poor families to succeed in school and later life.
The phrase “poor performance” refers to a performance that lies below the previous achievement level of the student.
When referring to a “good performance” I mean a performance that lies above the previous achievement level of the student.

Beliefs on purpose of schooling

Schools should prepare students for college

In the 21st century world economy, there won’t be nearly enough “blue-collar” and service jobs for the numbers of people who typically graduate from high-school and don’t go on to college.
School should prepare students for jobs

The American economy will need to be sufficiently strong during the next two or three decades to provide a place in the working world for people of all skill levels.

Good basic reading, mathematics skills, science, and learning the important facts of history will enable most students from immigrant and poor families to succeed in school and later life.

Table 3.2. Survey items grouped by belief domain and belief construct

The Teaching, Learning, and Computing Survey (1998) was one source of questions for
the survey in this study. The Teaching, Learning, and Computing Survey (1998) was developed
by the Center for Research on Information Technology for Organizations (CRITO) and used to

assess the beliefs of over 5,000 teachers in 1998. The survey asks teachers to describe their best
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practices, and teaching philosophies by having teachers answer to what extent they agree with
statements such as, “I mainly see my role as a facilitator. I try to provide opportunities and
resources for my students to discover or construct concepts for themselves.” The survey is
commonly referred to as the TLC and was first used to identify differences in teachers’
willingness to implement new technologies based on their constructivist or direct transmission
beliefs on teaching.

The Teacher Beliefs Survey (TBS) is another instrument used to design the survey in this
study. The TBS assesses the beliefs of teachers related to traditional or constructivist approaches
in teaching and learning. This survey utilizes hypothetical situations to assess beliefs. The TLC
and TBS surveys compliment each other well because they both investigate beliefs about
teaching and student learning through different approaches. The TLC survey relies on questions
that assess teachers’ broad perspectives. Conversely, the TBS relies on questions that assess a
teacher practices by asking whether they agree with statements such as, “I involve students in
evaluating their own work and setting their own goals.” Combined, the two surveys assess
beliefs on teaching and the purposes of teaching—and school in general—through self report.

The final survey used to design the survey used in this study is The 2013 Teaching and
Learning International Survey (TALIS) Teacher Questionnaire. This survey has a section on
teaching practices, beliefs, and attitudes. This survey was used for an international consortium
presented by the Organization for Economic Cooperation and Development (OECD) to conduct
a cross-country analysis on teaching and learning in schools. The survey for this study utilized
questions from the section on teaching practices, beliefs, and attitudes. This portion of the survey
was most useful for the design of this study’s survey because it assessed teachers’ beliefs on

teaching and teachers’ beliefs on student ability and familial involvement, which is important to
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understand when assessing a teacher’s belief about a specific group or community that is
different from their own. The TALIS also included broad questions that assessed job satisfaction,
school climate and culture, and community support.

I analyzed all survey questions from the three existing survey questions for their ability to
assess each of the ten constructs and broad overarching domains that are examined in this study.
I then group questions conceptually by construct. These questions were then used to produce one
final survey with thirty-five multiple-choice questions. These questions that asked the extent to
which a teacher agreed or disagreed with each question. The answer for each question could
range from the following six options: strongly agree, moderately agree, slightly agree, slightly
disagree, moderately disagree, or strongly disagree. In the first survey there were also an
additional seven free-response questions that probed for each teacher’s identity. Specifically,
these free-response questions asked about a teacher’s race, ethnicity, gender, teaching
experience, subjects taught, university background, and hometown.

Three new teachers working in a local district piloted the survey for this study. Revisions
were made to accommodate concerns such as wording and survey length. The piloted survey was
sixty-five multiple-choice questions and cut to thirty-five multiple-choice questions because of
the shared concerns on survey length. The final surveys—which contained the same questions,
in varying order—was distributed to study participants during the anticipation, rejuvenation, and
reflection phases of the Moir (1990) model. The surveys were administered online and one
hundred percent of the participant teachers completed the survey. The survey is available in

Appendix C.
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Interviews

Study participants engaged in five interviews over the course of the academic year and
one final interview during November of the following year. The first five interviews followed the
Moir (1990) model and were conducted during the survival, disillusionment, rejuvenation, and
reflection phases of a first year teacher. The interviews were semi-structured and approximately
thirty to forty minutes long depending on the descriptiveness of the participant’s responses.

The questions in each interview included questions on personal background, beliefs
regarding teaching practice, student achievement, teaching for social justice, the purpose of
schools, and responses to reform efforts. All interviews were audio-recorded using the software
SuperNote. In the first interview protocol, teachers were asked which factors they perceived to
have an influence on their beliefs. These influences were open to both in-school and out-of-
school sources. In this interview, teachers were also asked to identify their closest professional
colleagues and to whom they reached out to for advice. This question was also open to both in-
school and outside-of-school sources. In the second interview, teachers were asked the same
questions as in the first interview to measure change. Teachers were also asked how these self-
reported influences might have changed their response. In the third interview, teachers were
asked similar questions to the first and second interviews and how they perceived their beliefs to
affect classroom practices, teaching methods, and attitudes toward students and families. In the
fourth interview, teachers were asked the same questions about their beliefs and about factors
they perceived influenced their beliefs. They were also asked to explain how specific examples
of classroom activity (observed during classroom observations) reflected their beliefs and how
they understood this process. In the follow-up interview (given in November), teachers were

asked if they believed any of their responses had changed since their last interview and if they
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still believed what they had perceived to believe during the initial interview questions. The
semi-structured nature of the interview protocol allowed time for interviewees to contribute any
other information that they felt was valuable to share during the duration of the study. This semi-
structured nature also accounted for the variability in length of each teacher’s interviews. Some
teachers expanded thoroughly on questions and contributed related information, while some
teachers shared only what was asked from them during the interviews.

The protocol for the first interview was piloted with two new teachers working in a local
district. This piloting led to revisions, including the addition of questions on teacher background
and job satisfaction. Small wording revisions were also made to affect the clarity and
cohesiveness of questions. The full protocols for the first, second, third, fourth, fifth, and final
interview are available in Appendix D through Appendix H.

Observations

Because traditional means of assessing teachers’ beliefs (such as self-reports,
questionnaires, and surveys) can lead to decontextualized beliefs that do not authentically relate
to practice (Kane, Sandretto, & Heath, 2002), it was necessary that I observe new teachers’
beliefs in action. My own perspective was important to include in the measurement of teachers’
beliefs because it allowed me to assess if perceived beliefs matched exhibited beliefs.
Conducting classroom observations also allowed me to identify any inconsistencies in beliefs
reported and beliefs observed. This technique has been successfully used in the past as a way to
identify teachers’ beliefs and to enhance the reliability and validity of self-reports (Rimm-
Kaufman, Storm, Sawyer, Pianta, & LaParo, 2006). These observational techniques have also

illustrated how professed beliefs can differ from actual beliefs (Speer, 2005).
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By observing study participants, I was also able to infer whether their beliefs on teaching
and other domains authentically matched the literature’s definition of a belief or belief domain.
For example, if a teacher self-reported through survey and interview data that she held
exceptionally high expectations for her students, but then had students copying definitions from a
book during classroom observations, I would note this as an inconsistency. Similarly, if a teacher
thought that she held high expectations for all students, but then only enforced these expectations
for some students during classroom observations, I would also mark this as an inconsistency.
Because of these possible discrepancies, it was vital to include my perspective in measuring
beliefs during classroom observations over the course of study.

I conducted classroom observations during the survival, rejuvenation, and reflection
phases of the Moir (1990) model for all five-study participants. I took field notes during each
classroom observation and loosely categorized them by classroom activities and teacher/student
interactions into the three domains of teaching practice, social justice, and the purpose of school.
I then examined these notes for culturally responsive teaching and traits that fit the justice-
oriented teaching framework (Whipp, 2013). Traits of this justice-oriented teacher framework
include: holding students to high academic and behavioral expectations, creating a classroom
that is warm and demanding, drawing off of student’s cultural background to create classroom
experiences, connecting with students’ families and communities, advocating for policy and/or
curricular change that promotes equitable education outcomes, helping students critique
historical and contemporary examples of injustice, and empowering students to work toward
social change. I also conducted memos after each observation to organize my thoughts and

preliminary findings.
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The classroom observations allowed me to witness classroom actions and teacher/ student
interactions in an authentic environment and gather data that was different from the self-reported
data collected during interviews and survey responses. I compared data from classroom
observations to interview and survey data—during each phase—as a way to better understand if
perceived beliefs were also authentically demonstrated in classroom practice.

The goal of the classroom observations was to document how study participants were
teaching and interacting with their students. The observation protocol provided space to
document specific examples of constructivist or direct-transmission style teaching and learning,
examples of socially just behaviors, and examples that support a certain purpose of schooling.

For each classroom observation, I observed study participants in their own classrooms.
The observations ranged from approximately thirty to sixty minutes. Each teacher was aware of
when each classroom observation would take place.

Data Organization

All data was saved to my private laptop and secured storage websites such as Dropbox,
Google, NVIVO, and SuperNote during the course of the study. Data was saved methodically
according to the first name of each teacher and then changed to reflect the pseudonym of each
teacher during the dissemination of information process. A procedure for each source of data was
followed to ensure the confidentiality of each participant and study site location.

Interview Data

For each interview, verbatim data was recorded using the software, SuperNote, and then
transcribed using Microsoft Word. Each interview transcript was saved to my laptop. I also
recorded brief notes in Microsoft Word during each interview. The transcribed data was then

uploaded into NVIVO and classified by each study participant. Each study participant’s folder
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was then sectioned by each phase of the data collection process. This technique allowed for
NVIVO NODE consistency across all study participants during the coding process.
Observation Data

For each observation, I recorded detailed notes on the observation protocol for everything
that occurred while I was present. I paid particular attention to teaching practices and
teacher/student interactions and also identified instances of social justice in the protocol section
for justice-oriented teacher habits. The observation protocols were saved to my laptop and
uploaded to NVIVO. Each observation protocol was organized by study participant and by phase
of data collection as it was organized for the interview data.
Survey Data

The surveys for this study were completed online using the application platform Survey
Monkey. All survey data was exported into PDF copies for each survey study participant and
then imported into an excel sheet. The excel sheet was then sectioned by survey question and
organized by each of the three domains and ten constructs. Each study participant’s entry was
mapped on the excel sheet and grouped by question for each domain and construct. This data
was then assigned numeric values based on the Likert scale to show differences and similarities
and compared across study participant phases, and across study participant changes.
Data Collection Summary

All data was collected, recorded, and saved on one laptop over the course of the study. As
a way to document the data collection process and to recognize any abnormalities, I also used

ongoing memo writing as a tool to make sense of the data collection process.
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Data Analysis

The data was coded using domain and taxonomic coding methods and categorized into
ten belief constructs and three belief domains. The belief domains included: teaching practice,
social justice, and the purpose of schooling. The belief constructs included: belief that students
learn in different ways, belief that students learn best through traditional practices, belief in
constructivist teaching practices, belief in direct-transmission teaching practices, belief that
students possess strengths from home, belief in high academic and behavioral expectations,
belief in basic expectations for disadvantaged students, belief that schools should prepare
students for college, and belief that school should prepare students for jobs. Perceived influences

on beliefs were also coded for using the same analytic terms.
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Figure 3.2. The data analysis process for this case study.
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Data collection from surveys, interviews, and classroom observations occurred
simultaneously. The coding and analysis of all data sources occurred after all data were
collected. Memo writing occurred as an ongoing process through data collection and data
analysis.

Taxonomic and domain coding methods were appropriate for this data because of the
nature of the surveys, extensive interviews, and classroom observations. Taxonomic coding
methods are defined as “the systematic search for and categorization of cultural terms...it is
appropriate for constructing a detailed topics list or index of major categories or themes in the
data” (Saldana, p. 26). In the case of this study, I utilized the belief constructs and domains as a
way to separate and organize teachers’ beliefs with taxonomic coding strategies. Taxonomic
coding allowed me to identify and categorize specific examples of beliefs, self-perceptions of
beliefs, and understandings of beliefs affect on practice for each belief domain and belief
construct. As McCurdy and colleagues (2005) note, “Taxonomies are simply [hierarchical] lists
of different things that are classified together under a domain word by members of a micro-
culture on the basis of some shared certain attitudes” (p. 45).

For the first cycle of coding, I used taxonomic coding methods to pull out basic themes
and/or predominate beliefs (as classified by the three domains) that occurred for participants. I
used the same technique to code for the perceived influences on each teacher’s beliefs..

For the second cycle coding, I used taxonomic coding to code for each of the ten
constructs. This secondary method was also used to finalize first cycle coding choices for each of
the three domains. During this phase, I also placed coded data into the appropriate phase of the
Moir (1990) model based on the phase of data collection. For example, data collected on

September 16™ were included in the survival phase. To organize this process in NVIVO,
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descriptive themes (or nodes) were created for each study participant. Sub-themes (or sub-nodes)
were also created for each belief domain and perceived influence on beliefs. Within each of these
sub-themes, data was organized by each of the phases within Moir’s (1990) model.

I examined data by each teacher and by each phase of the Moir (1990) model to answer
the first research question—"“What beliefs do novice teachers in an urban school hold in regards
to teaching practice, social justice, and the purpose of schools as they begin their first year as
teachers of record?”

I also used data from the first teacher survey to determine to what degree each teacher
identified with each of the ten constructs—and cumulatively three domains. This was calculated
by assigning a baseline score of zero and then adding one-point increments for every answer
below or above zero. This scaling is known as a Likert scale. For the surveys in this study,
participants’ responses were assigned quantitative values. Specifically, strongly agree = 3,
moderately agree = 2, slightly agree =1, slightly disagree = -1, moderately disagree = -2, and
strongly disagree = -3. Figure 3.4 identifies belief changes and are illustrated for each belief
construct and belief domain. A green dot indicates a positive change. A red dot indicates a

negative change. A yellow dot indicates significant change.

Domain Beliefs on teaching practice Beliefs on social justice Purpose of schools
Construct  |1. Belief that 2. Belief that 3. Belief in constructivist teaching 4, Belief in direct-transmission teaching 5. Belief that 6. Belief in high 7. Belief in basic | 8. Schools  |9. School
students learn in students learn practices practices students | academic & behavioral |expectations for |should should
different ways best through possess expectations disadvantaged |prepare prepare
traditional strengths for for|
practices from home college jobs.
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Figure 3.3. Raw changes in survey scores for each teacher across the three belief domains and

ten belief constructs (question five includes two constructs—in agreement or disagreement).
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I then used the responses from the interview and survey data to create taxonomic tree
diagrams (Saldana, 2013) to illustrate the initial beliefs of each study participant by each of the
overarching three domains and ten belief constructs. Finally, I assessed the data for patterns and
differences across the ten belief constructs for each of the five study participants.

To analyze my second research question — “How do the beliefs of these novice teachers
change over the course of their first year of teaching, and when during the year do changes
occur?” — I organized the coded data by each phase of Moir’s (1990) model. I analyzed this data
for changes, revisions, and repetition in each of the ten belief constructs as teachers progressed
through each phase of the Moir (1990) model. I then analyzed data from the first, second, and
final teacher surveys by the degree to which each teacher upheld or opposed each of the ten
constructs, and broadly across the three domains. Specifically, I analyzed data for survey
response changes over the course of the first year. To compute these changes, I recorded
differences in each study participant’s responses between the first survey and the second survey,
the second survey and the final survey, and the first survey and the final survey. I then identified
patterns across all of the data sources

To analyze my third research question—“What and who do new novice teachers believe
influence changes in their beliefs? How do they see their preparation program and/or new faculty
colleagues influencing their beliefs and changes in beliefs?”—I examined coded data from each
of the phases that elicited responses about the self-perceived influences on beliefs. These phases
included the anticipation phase, the survival phase, and the reflection phase. I then used an
emergent coding scheme to identify patterns of influence on each teacher (Saldana, 2015). I
used emergent coding here because the ideas that emerged were different from the pre-set

taxonomic codes and, unlike the set belief constructs, were not coded for before the study began.
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Some emergent codes that transpired to explain factors of influence on beliefs were: “FAMILY,”
“FORMER TEACHER,”’STUDENTS,” and “COLLEGE PREP.” I then looked for patterns
across all study participants.

From taxonomic coding, I developed case-summary maps for each participant to organize
their story as it developed over the course of the Moir (1990) model. These maps were useful to
answer the first three research questions because they allowed me to quickly identify belief
changes, inconsistencies, and reversions back to prior beliefs for each study participant. I also
used these maps to identify differences, similarities, and patterns across all participants for each
unique phase of the Moir (1990) model.

For the final research question — “How do these novice teachers understand the ways in
which their beliefs impact their teaching practice?” — I coded interview responses and classroom
observations for how a teacher understood the way in which his or her beliefs affected classroom
practice in regards to each of the three teaching domains and nine constructs using codes such as,
“REPORT TEACH PRACTICE,” “REPORT SOCIAL JUST,” and “REPORT SCHOOL
PURP.” I then coded for evidence to support each belief as defined by the literature during
classroom observations for the three teaching domains and nine constructs using codes such as
“WITNESS TEACH PRACTICE,” “WITNESS SOCIAL JUST,” WITNESS SCHOOL PURP.”
Finally, I identified conflicts of understandings between the literature’s definition of a belief or
construct and a teacher’s understanding of a belief or construct and coded these conflicts to
showcase any inconsistencies. For example, if a teacher said she or he was demonstrating their
beliefs about social justice by stifling controversial conversation, I coded this as “CONFLICT”
because it did not align with the literature’s definition of what it means to teach for social justice.

Similarly, if a teacher’s understanding of their beliefs and actions aligned with the literature’s
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definition, I coded this as “RESOLUTION.” I then looked for patterns of conflict or resolution
across each of the three domains and nine constructs and for each teacher and across all study
participants.
Role of the Researcher

In qualitative research, the research assumes the role of study participant because of their
direct relationships with data collection (Creswell, 2009) As a qualitative researcher, I could not
distance myself from the study as one can do through quantitative research. My background as a
former urban school teacher and past experience observing teachers in urban schools all led to
my initial interest in this phenomena of teacher beliefs and ultimately grew greater during my
literature review. Given these parameters, I was careful to immerse myself as a research
participant while also attempting to remain as unbiased, fair, and as truthful as possible. Being a
research participant does not mean that one is unsystematic about data collection or unreliably
adding evidence to support a personal prejudice. Instead it considers personal insights and
feelings as strengths to understand the data more fully (Creswall, 2009). The data and the process
of analysis for this study are all outlined in detail in the following to section as my best attempt
to deliver accurate and reliable findings.

Quality, Rigor, and Trustworthiness Checks

Reliability and validity must be addressed in all research (Simon, 2011). Since there was

no expectation to replicate the work done in this case study, the terminologies of “reliability” and

29 ¢

“validity” were substituted with “quality,” “rigor,” and “trustworthiness.” Because of the nature
of qualitative work, this exchange best allowed for the evaluation of case study data. Two

primary methods were used to enhance quality, rigor, and trustworthiness; triangulation of data

sources and member checking.
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I used the process of triangulation to enrich the data and enhance developing patterns
amongst participants. In triangulation, the researcher takes multiple samplings of the same
phenomena to better understand, see all parts, and improve the overall accuracy of formed
conclusions (Crewswell, 2003). For this case study, I used data triangulation to evaluate data
from multiple perspectives. These perspectives included data from participant interviews, data
from classroom observations, and data from survey questions. I then looked for consistencies or
inconsistencies in ideas across all sets of interview, observation, and survey data. All sources of
data inquired about teachers’ beliefs, the ease of belief change, influences on beliefs, and how
beliefs impact practice from different perspectives. The use of ongoing memo writing during
each phase of data collection was one way to identify inconsistencies across data sources. When
inconsistencies were identified, I asked study participants to clarify their response. All five of the
new teacher participants also held different identities and backgrounds. The uniqueness of each
study participant also increased the confidence of trustworthiness of the case study data because
the teachers had different perspectives and different backgrounds—even though they were all
teaching in the same school.

Member checking was a second method used to ensure trustworthiness of the data. In
member checking, the researcher receives feedback from study participants to validate the
correctness of recorded data (Simon, 2011). During this case study, member checking occurred
during the classroom observation phases of the study as participants were asked to clarify their
behavior during classroom observations and clarify whether that behavior accurately reflected
what they had stated in earlier interviews. Member checking was also used after the final stage of
data collection during follow-up interview in November. This interview presented each

participant with the preliminary study findings based on interview, observation, and survey data
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from all of the participants. Each participant then identified consistencies or inconsistencies of
their opinions with data and speculated why some findings might be different than they expected
going into the case study during the beginning of the year. This reflective process allowed me to
triangulate the data with another perspective to ensure the utmost quality, credibility, and
trustworthiness of the case study’s findings.

Potential Study Limitations

The small number of new teachers who participated in this research is one limitation of
this study. The intensive data collection that spanned an entire year and allowed for multiple
sources of data collection was used intentionally to mitigate the effects of a small sample size.
Commutatively, I spent nearly 50 hours with these teachers to develop a rich understanding of
their unique experiences, perspectives, beliefs, and perceived influences as they transitioned
through each phase of the Moir (1999) model. This intensive data collection helped to offset the
limited sample size.

The second greatest limitation of this study is fully capturing the true beliefs of teachers
because beliefs are difficult to conceptualize and even more difficult to define and verbalize. To
best address this concern, I relied on pre-defined belief domains and constructs to record and
map any changes in beliefs that occurred over the course of the first year. I also utilized the Moir
(1999) model to strategically track changes in beliefs at appropriate checkpoints. These belief
changes were self-reported in interview and survey data, but I also used classroom observations
to consider how and if the self-professed beliefs of new teachers matched their exhibited beliefs.
I should also add that I am not a licensed psychologist and therefore cannot define the emotional

states of the study participants as accurately as a licensed psychologist could. Because of this, |
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relied primarily on the expected emotions for each phase of the Moir (1990) model and let study
participants share descriptions of their own emotions.

A third limitation of this study—as with all qualitative research—is the idea of a social
desirability bias. As participants responded to interview questions they did so with their own
agency, but as the social desirability bias posits they could have also answered interview and
survey questions in a manner that produced answers that would be viewed more favorably by
others or the researcher (Grimm, 2010). Because of this, it was important that I assure
participants of their anonymity in this study and that their answers would not be shared with any
school staff administrators (for risk of retribution). I also relied on classroom observations and
survey data as a way to elicit the most accurate responses and to help lesson the social
desirability bias.

Because all of the teachers attended traditional teacher preparation institutions that were
based in an accredited university, there was not evidence for belief change, influence, or first-
year experience from teachers who graduated from alternative teacher preparation programs such
as Texas Teaching Fellows or Teach for America. Another limitation of this study, is that there is
no variation in teacher preparation background as all of the study participants completed their
preparation through university programs. All of the teachers in this study were also relatively
young in their twenties or early thirties. Because of this there was limited variation in age and
background.

Summary

This chapter described the case-study methods I used to conduct this study. I chose

methodology to investigate the five new teachers of record because it allowed me to develop a

rich understand of their unique and comprehensive experiences as they underwent the Moir
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(1990) model. All data interview and observational data analyzed using NVIVO software.
Survey data was analyzed using Microsoft excel software. I checked for quality and
trustworthiness of the data by using triangulation methods, and used on ongoing memo writing to
organize developing themes in the data.

Chapter four presents the findings of this study based of the analytical methods of this
chapter. The study findings are presented as portraits for each of the five new teachers and cross-
case analyses is used to illustrate themes across cases. All teacher portraits cross-cases findings

are described in reference to the study’s research questions.
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CHAPTER 4: CASE-STUDY FINDINGS

Findings from these five case studies reveal that the new teachers in this study began
their first year as teachers of record sharing many of the same, and idealized, beliefs about
teaching, what it means to teach for justice, and the purpose of schooling. Because the findings
of this chapter are strongly rooted in an understanding of these belief terms, it is important to
clarify these belief domains and their meanings before delving into the study findings.

The domain of teaching practice encompassed any beliefs associated with teaching
pedagogy, the learning sciences, classroom management, teacher identity, or other beliefs
associated with teaching and learning in the classroom. The domains of teaching for social
justice encompassed any beliefs associated with connecting with students’ lives, valuing
students’ cultures and identities, recognizing systems of oppression and injustice, working to
make positive changes that disrupt oppressive structures, and any other beliefs associated with
empowering students and their communities. The domain of purpose of schools encompassed
any beliefs associated with the greater function of schools and their objective in the world and
society.

As teachers progressed in this study throughout their first year—and experienced the
authentic struggles associated with teaching in an urban environment—many of their beliefs
were challenged, revised, or in some cases abandoned entirely. Case study findings illustrate how
the emotional turbulence of an urban teacher’s first year (Moir, 1990) aligned with many of the
critical moments in these new teachers’ belief formations and reformations. Findings also
revealed a limited perception of belief changes and influences of these changes as they took

place and after they occurred.
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In this chapter, I will answer each of my research questions with comprehensive portraits
of the five new teachers who participated in this study. The research questions that address the
beliefs of these new teachers—including how they are formed, changed, and influenced—are
explicitly addressed, while the final research question of how beliefs affect practice are
embedded within each unique story.

Beginning Beliefs of First-Year Teachers

All five new teachers held certain beliefs on teaching practice, teaching for social justice,
the purpose of schools, and what influenced these existing beliefs. All of the beginning belief
data was pulled from the first interviews and surveys conducted during the anticipation phase of
the Moir (1990) model—which spanned the months of August and early September. Here, |
examine each teacher’s exclusive story at the outset of the year in an effort to better understand
each teacher’s unique progression throughout the academic year. Establishing these separate
initial beliefs for each teacher is important for understanding the many idiosyncratic experiences
and personal stories that then inform the cross-case analyses. These springboards of initial beliefs
provide a more holistic understanding of each teacher’s unique background as they journey
through the Moir (1990) phases.

Ms. Destinas

Ms. Destinas is a young White woman in her early twenties. She recently moved from
her university town to Willowbrook for this teaching position as a middle school French teacher.
She teaches multiple sections of French to all grade levels. The average class size for Ms.
Destinas is roughly 15-25 students. She takes pride her originality and knowledge of the French

language. She began her year with high expectations for herself and her students.
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Beginning Beliefs on Teaching Practice

Ms. Destinas began her first year of teaching with enthusiasm and optimism. She shared
during her first interview how great teaching is exemplified when “somebody does anything for
the students — not an easy teacher or easy class — but how willing [he or she] is to help the
students.” She went on to say that an ideal teacher “would stay after school a lot and give extra
practice and explain things more.”

Ms. Destinas envisioned good teaching as something akin to what she had experienced
as a student of her favorite high school teacher—an effort that went beyond classroom time
constraints and a willingness to do whatever it took to help students meet their goals. She
described good teaching as student centered, differentiated, and focused on positive student-
teacher relationships. Ms. Destinas believed that her students were capable of meeting her high
expectations, and was confident in her ability to develop the skills and dispositions necessary to
become this idealized teacher over time.

Beginning Beliefs on Social Justice

Ms. Destinas began her year believing that the community acted as a rich partner in
learning for her students. She felt that it was important for families to partner with the school and
for teachers to partner with parents to ensure a collaboration that would provide students with the
best possible education. She believed not only in setting high behavioral and academic
expectations, but also that her students could meet these high expectations. She also believed that
her students would treat her with respect as taught to them from their parents. She shared, *“ [my
students] will do everything I say because I’'m the teacher and parents teach their kids to, like,
respect teachers.” She also felt that it was important to create and nurture a supportive and safe

classroom environment.
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Beginning Beliefs on the Purpose of Schools

When it came to defining the purpose of schooling, Ms. Destinas was very opinionated in
sharing her position:

I thought [school] should teach them necessary life skills so like you learn subjects, and

you learn like math and English and French, but you also learn study skills, critical

thinking, and how to be responsible for you as a person and function in society and when

you graduate from high school and you vote for the president of the country-- that’s a

really important task to be prepared for so you have to be well informed and well-

rounded and be able to make decisions like that and not just pick someone because of
their name, but to weigh the positives and negatives and compare and contrast.

In saying this, Ms. Destinas illustrated that she began her year believing that school is a
place to teach not only academic skills, but also a place for students to learn how to think for
themselves and develop good judgment for their adult lives.

Ms. Barley

Ms. Barley is a White woman in her mid-twenties. She grew up in a small town and has a
close-knit family with whom she spends a lot of her free time. Ms. Barley is very matter-of-fact
in her tone of voice and conversation. Ms. Barley is certified in special education and teaches
smaller classes to special education students in a resource room. The average class size for Ms.
Barley is five to ten students. She began her year with high expectations for herself and her
students.

Beginning Beliefs on Teaching Practice
Ms. Barley shared similar beginning beliefs to Ms. Destinas. Like Ms. Destinas, Ms.

Barley asserted that learning should be student centered and that teachers should be in the
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profession for the right reasons—which she described as a commitment to helping students
develop the skills and knowledge needed to function well in society. She shared that an ideal
teacher is “a team player, in it for the kids, and puts kids first.” However, unlike Ms. Destinas,
Ms. Barley began her first year with a cool confidence in her ability to teach well from day one.
She responded to initial interview questions with a laidback and laissez-faire demeanor and came
across as a bit of an expert in her tone. Ms. Barley’s mother was also a special education teacher,
and she felt that she had learned a great deal from a lifetime of observing and working in her
mother’s classroom.
Beginning Beliefs on Social Justice

Ms. Barley also believed in holding high academic and behavioral expectations for her
students. She felt that classroom management was very important and shared her confidence in
managing her classroom. She shared “[Classroom management] is really something that is
important in teaching, because if you can’t manage your classroom, well you can’t teach.” She
also shared that as a special education teacher she was not sure what to expect regarding the
ability levels of her students who fell on the autism spectrum. However, she was sure to clarify
that she did not expect less of students because of their disability, but more that she wanted to
make sure she could modify and accommodate lessons appropriately.
Beginning Beliefs on the Purpose of Schools

Ms. Barley did not hold the same assertive convictions for the purpose of schooling as
Ms. Destinas, but did share, “[Schools] should just help prepare [students] for society — just
working on those social skills and helping them to attain their highest potential.” Ms. Barley felt
this was especially important for the population of students she served in her special education

classroom.
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Ms. List

The final female teacher, Ms. List, is best described as a go-getter. She is well organized,
articulate in her speech, and was educated at a private university in Michigan. She has traveled
abroad and completed a good portion of her pre-service teaching experience teaching German
students the English language in Germany. She teaches multiple sections of German to all grade
levels. The average class size for Ms. List is roughly 20-30 students. Ms. List is an extremely
dedicated teacher. I once even observed her teaching a class after she had been in a car accident.
She shared that she had no major injuries—just a bad headache. She didn’t want to lose a day of
instruction, so she kept the lights off during instruction and made do with her circumstances. Ms.
List identifies as Caucasian. She began her year with high expectations for herself and her
students.
Beginning Beliefs on Teaching Practice

Ms. List began her year very thoughtful in her practice, how she described her methods,
and how she responded to all of my interview questions. Ms. List began her year with very
specific beliefs about teaching. Like the other teachers, she believed that learning should be
student-centered, but she went one step further to define and describe what this actually looked
like in action, sharing that, “An ideal teacher is engaged with the students and would want them
to take ownership in their own learning.” She went on to share that this teacher “is not standing
at the board the whole time talking at the kids but wants to get them involved in doing activities,
learning at their own pace, and wanting to learn more.” She described how students should self-
initiate learning, but also learn at their own pace. She also believed that her students would value
her course, sharing: “I figure they will be engaged in the language because they have the choice

[to choose this class], so that they should really want to be here and want to learn.” She
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understood her own limitations as a teacher due to her lack of experience but felt confident that
she would master the art of teaching with the right support systems and appropriate professional
developments—which she had already mapped out for the year.
Beginning Beliefs on Social Justice

List vocalized her appreciation for having a diverse classroom and teaching in a school
that served a diverse community. She also found value in teaching and learning in this type of
environment. Having recently lived in another culture, she really appreciated learning and
working in cultures that were different from her own and she tried to bring this value into her
own classroom. Ms. List shared, “I really try and make my classroom as well rounded as I can.”
Beginning Beliefs on Purpose of Schools

Ms. List shared that she believed school was most important in helping prepare people
for society. She shared, “As a teacher I’m preparing students to become adults to function in
society [or] if they continue on through college or trade school or whatever profession they
might enter. So [[’m] not just teaching my subject, but also skills that will allow them to
function in society.” Ms. List believed it was most important to make sure schools prepared
students for a variety of pathways, so they could choose what pathways were best for their own
career dreams and desires.
Mr. Geoffrey

Mr. Geoffrey is a white man in his early twenties. He attended a prestigious public
university that has a strong reputation for training future educators. He even participated in
coursework that focuses on addressing social inequality. He felt this background was
instrumental in preparing him for work in an urban environment. Mr. Geoffrey teaches multiple

sections of middle school social studies to sixth and seventh graders. The average class size for
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Mr. Geoffrey is roughly 18-28 students. He began his year with high expectations for himself
and his students.
Beginning Beliefs on Teaching Practice

Mr. Geoffrey began his first year sharing similar beliefs about teaching to that of the
other teachers. He believed that good teaching engaged students, was student-centered, and built
on student/teacher relationships—a hallmark lesson from his university preparation program. He
also believed that lessons should be interactive, interesting, and engaging for students. He
believed that “an ideal teacher is someone who gets the kids engaged and is not going to be
repetitive [with activities].”

Mr. Geoffrey completed his internship year teaching in a high-school honors class and
believed that this experience had really influenced his perception of good teaching and how
students should interact with their teacher and one another.

Beginning Beliefs on Social Justice

Mr. Geoffrey believed in holding high academic and behavioral expectations, and
believed that the majority of kids come to school wanting to learn. He also believed that forming
positive relationships was important to teaching all students, and felt confident in his ability to
connect with students. He shared, “I’ve been a basketball coach since I finished high school so
I’ve been around kids for a long time, and I know how to talk to them.” Mr. Geoffrey felt
confident that he could lead his students, form relationships, and manage his classroom with a lot
of the skills he possessed from both his university preparation program and his coaching
responsibilities. Mr. Geoffrey shared that his beliefs about his students stemmed from his
experiences during his internship year and experiences as a basketball coach. He went on the

share more about his internship year and how he managed his classroom as a pre-service teacher.
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[My students] did all the work every time. I was like okay kids let’s start studying, it is
time to be quiet, and they got quiet. It was like whatever you would say they were going
to do [and] they were going to do it quickly. So I just thought in my head this is how it is

going to be. I said hey we’re taking a quiz tomorrow so study, and they would study and I

thought this is how it is.

Mr. Geoffrey stated that his university had prepared him well for managing his classroom
during this internship year and felt particularly confident in dealing with any future outbursts
from students. Mr. Geoffrey also shared that he cared greatly for his students and wanted to
make an impact on their lives. He shared, “I want to have an impact on student lives. Like maybe
it doesn’t happen today or tomorrow, but maybe they’ll come back someday and share things
from my class that stuck with them.”

Beginning Beliefs on the Purpose of Schools

Mr. Geoffrey shared similar beliefs to those of Ms. List during the anticipataion phase.
He shared a detailed account on his belief about the the purpose of schooling:

The purpose of school [is] to help [students] be educated so they can make informed

decisions in the world or if they want to go to college to help them prepare for it. I guess

[the purpose of schools] is to prepare [students] for their lives afterschool and not just to

grow education wise, but also grow with like citizens and people and help them with

maturity and growing up as people.

This quote illustrates that Geoffrey believes in school as a place to prepared students for

adulthood and, like Ms. Destinas and Ms. List, in the development of good judgment.
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Mpr. Burtke

Mr. Burtke is the final teacher in this study. Mr. Burtke is a while male in his late
twenties. Mr. Burtke is a bit older than the rest of the participants. Unlike the other teachers, Mr.
Burtke took a job straight out of high school (selling cellular phones) before he ultimately
decided to go back to college and become a teacher. He speaks with confidence and has a very
commanding voice. He teaches science and also coaches football. Mr. Burtke teaches multiple
sections of middle school science to all grade levels. His average class size is roughly 20 — 30
students. As a football coach, he is the only teacher in this study to have a very active roll outside
of the classroom. He began his year with low expectations for himself and his students.
Beginning Beliefs on Teaching Practice

Mr. Burtke began his first year of teaching with much less optimism than the preceding
four novice teachers. While he held a clear definition of what good teaching looked like in
action—engaging, hands-on, and visually stimulating—he lacked confidence in his new
students’ ability to engage in any type of meaningful learning because of their backgrounds
growing up in an urban setting. He shared that he was doubtful in his new students’ abilities,
their conduct, and overall achievement potential. As a science teacher, he feared that his students
would be so far behind that he would need to cover elementary content and curriculum instead of
middle-school standards. Mr. Burtke emphasized the limitations of his students sharing, “I
expect it to be very low and much different than any of the rural schools that were in the
county—including the one I attended for high school.” He went on to share, “I’m almost like
expecting the worst and preparing for the worst,” because “I don’t have the highest expectation

walking into this job.”
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Mr. Burtke felt that he understood what it meant to teach well sharing that an ideal
teacher “was somebody that could really relate to things that [students] were learning in the
classroom to things they came into contact with on the outside of school.” But given his beliefs
about the limitations of his students, he felt that he would be unable to teach well to this
population. At the very least, Mr. Burtke felt that his experience at Willowbrook would not be a
waste of his time sharing, “if I can make it here, I can make it anywhere.”

Beginning Beliefs on Social Justice

As noted in the previous section on beginning beliefs on teaching practice, Mr. Burtke’s
beginning beliefs did not align with the other four new teachers. Mr. Burtke approached his first
days of school with a different perspective and provided a detailed explanation of his wariness
toward his new students during his first interview:

I do not have the highest expectation walking into this job. I am almost like expecting the

worst and preparing for the worst and not knowing if I am going to have 6th graders that

are three or four levels behind. I am going to have students that don’t know how to
conduct themselves in a social setting very well.
Mr. Burtke went on to share how his opinions of his new students were shaped as a pre-service
candidate, “I went to a rural school [growing up] so coming in I was understanding what
everyone tells you, ‘Oh watch out —it’s gonna be bad.” He approached his first day “prepared for
the worst.”
Beginning Beliefs on the Purpose of Schools

Mr. Burtke felt that the schooling should be more comprehensive, but not necessarily

prepare students for college. He stressed the importance of students learning lifelong skills and

felt that these skills were more important than academic content. He shared, “Yes content is
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good, but if we can equip [students] with tools that allow them to problem solve or react in
certain situations or pull background knowledge to solve other problems. I feel like I wouldn’t
have failed them.” Like Ms. Destinas and Ms. Barley, Mr. Burtke believed that it was most
important for schools to prepare students to function well in society.

Cross-Case Analysis

Cross-case findings from the beginning belief data reveal that most teachers believed in
differentiated, student-centered, and engaging teaching practice—with the exception of Mr.
Burtke who could define good teaching practice in a similar fashion, but who could not envision
this for his students because of his deficit lens toward their urban upbringing. All teachers did
not believe in a direct-transmission style teaching as something to use in their own classroom,
and showed a preference for constructivist-style teaching practices.

In regards to teaching for social justice, all teachers, with the exception of Mr. Burtke,
began their first year of teaching with a positive mindset surrounding the community in which
the middle school was situated. Ms. Destinas, Ms. Barley, Ms. List, and Mr. Geoffrey believed
that their students wanted to be at school and that their students possessed strengths from home.
These four new teachers also believed that students in this community and school were capable
of meeting high academic and behavioral expectations. These same four teachers held very
positive and optimistic beliefs about students and families from less privileged backgrounds and
believed that less privileged students were capable of achieving at high levels.

On the other end of the spectrum, Mr. Burtke was the one teacher who did not believe that his
students possessed strengths from their home environments and instead suffered academically
and behaviorally because of their urban upbringing. As noted in his portrait above, Mr. Burtke

did not believe that his students could perform or meet the same academic and behavioral
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expectations as their more affluent counterparts in non-urban settings. Unlike the other four
teachers, Mr. Burtke grew up in a community near the Willowbrook school district, and although
he did not attend Willowbrook schools, he was able to observe and hear about the reputation of
the school district from his nearby community. The other four teachers grew up in middle-class
midwestern communities that were unaffiliated with and more geographically distant from
Willowbrook School District. Most of the new teachers also saw strengths and potential instead
of deficits for the new community they now served. They espoused beleifs that students from
less privileged and urban backgrounds were capable of meeting high academic and behavioral
expectations and achieving at the same level of excellence as their affluent counterparts. For the
most part, the new teachers agreed on the primary purpose of schools at the beginning of the
year—to provide not only academic skills, but also skills for society
Influences on Beliefs
While it was difficult to identify the one most significant factor in shaping each new
teacher’s beliefs, each teacher shared what he or she perceived as the greatest influence on his or
her teaching. Ms. Destinas believed that she had formed most of her opinions on teaching from
her teacher preparation program and was mostly influenced by experiences during her internship
year. Ms. Barley felt that her beliefs on teaching were mostly influenced by her own mother and
the internship component of her university preparation program. Ms. Barley shared, “My mom’s
a teacher, so I learned a lot from her and then through my student teaching experiences as well.”
Ms. List shared that her beliefs on teaching were influenced mostly by other teachers, but also, in
part, by her university preparation program. She shared a detailed explanation.
I think [my teacher preparation program] prepared me pretty well in dealing with long

meetings after and before school and more of the paperwork side of teaching... the
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professional responsibilities. But I would say it did not prepare me fully to be the teacher

I wanted to be.

Ms. List felt that she learned more about the teacher she wanted to be from her own
experiences teaching in Germany and from observing teachers she respected. She even shared
that this experience “helped [her] to step outside of [her] comfort zone” and “build confidence.”
Mr. Geoffrey felt that his student teaching experience and former teachers were most significant
in shaping his beliefs on teaching at the beginning of the year. Mr. Burtke felt that his initial
beliefs before he began his time at Willowbrook were most influenced by his personal
background and “preconceived notions” of the district.

The stories from each new teacher reveal that the beginning beliefs of these educators
were more common than unique. All teachers believed in using student-centered teaching
practices and that teaching should be engaging and differentiated for students. Most teachers,
with the exception of Mr. Burtke, believed that the community in which the school was situated
possessed much strength. While acknowledging that their students were from less privileged
backgrounds, the other four teachers believed that their students could meet high behavioral and
academic expectations to excel in school—and future careers. In the domain of school purpose,
the new teachers shared more differences than commonalities around beginning beliefs. Some
teachers thought schools should prepare students to act as responsible citizens; others thought
schools should prepare students for college or to function in society. Each teacher had a unique
perspective that housed both similarities and differences in comparison to other teachers in the
sample. In terms of belief influence, many new teachers believed at the outset of the year that
their university teacher preparation programs—including internships and field experiences —

influenced their beliefs most significantly. Teachers also shared additional perceived influences

91



of family, respected former teachers, and personal experiences acting as a teacher abroad as
potential influences on their beliefs at the beginning of the year.
Changing Beliefs of First-Year Teachers

I found that the beliefs of each participant did change throughout the course of the study
and at multiple points of interest. All new teachers exhibited changes in their beliefs on both self-
reported data (survey and interview questions) and also in their classroom behavior that I
observed. The extent and degree to which the beliefs changed varied by teacher and by belief
domain. Data revealed that new teachers were more likely to change their beliefs surrounding the
domains of teaching practice and social justice than they were for the purpose of schools.

Survey data, along with data from interviews and classroom observations, illustrated how
the individual changes in beliefs for each teacher were more unique than similar. However, there
were patterns and similarities in the changing of some beliefs amongst the new educators. There
were also differences in how new teachers experienced changes in their beliefs. Because of this,
it is important to consider the personal journey of each study participant.

Ms. Destinas

Ms. Destinas began her year with very optimistic and idealized beliefs on teaching and
what it means to teach for social justice. She found value in her students and the surrounding
school community, and believed that they all needed to partner for success, and felt that her
students would respect her and meet the high academic and behavioral expectations she set. As
the year progressed, Ms. Destinas started to believe that she had little control over student
achievement, mainly because of her students’ troubling backgrounds and unfortunate home lives.
She went from describing the value she saw in her school community as partners in learning, to

describing a broken community that was poor and uninvolved.
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During the survival phase, from the end of September to the end of November, Ms.
Destinas started to believe that it was okay for some but not all kids to achieve and that students
from diverse backgrounds did not now how to respect teachers — partially due to an upbringing
of poor parenting. She shared, “well part of me thought they would do everything I said because
I’m the teacher and like parents teach their kids to like respect teachers. But a lot of populations-
like the demographics and the low socioeconomic status students—they aren’t taught those
things.” Because of this, she felt that as a teacher she had very little control over student
achievement and started to believe that schools were more of a daycare than a place to enhance
intellectual growth. Ms. Destinas shared, “I would say in general, [their home background] is not
overwhelmingly positive. I wouldn’t group them all stereotypically, but I know that a lot of them
have low SES status and stuff like that.”

Ms. Destinas also echoed similar changes in her beliefs on teaching for social justice
when she shared her new beliefs during the survival phase.

I have extremely high expectations, but lately they’ve been getting um lower and lower

(laughs) like just behave on a regular basis, sit in your seat when you’re supposed to,

know when it’s appropriate to sharpen your pencil because the sharpener is incredibly

loud, know to raise your hand and not talk out of turn....I used to expect them to [turn in]
their missing work, but now I realize that with their level, I am more responsible for that
than they are.

Unlike Destinas’ initial beliefs about meeting high expectations during the anticipation
phase, this quote indicates that she no longer believes that her students are capable of meeting

high expectations — neither behavioral nor academic. Instead, she believes that her students now
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need more guidance and supervision and less autonomy. Her tone also indicates that she is
getting complacent with her teaching and doubting her students’ abilities.

During the disillusionment phase, from the end November to the end of January, Ms.
Destinas found even less value in the community—and her students’ parents—as she felt that
they had abdicated the entire responsibility of parenting to teachers. She now felt that it was now
her responsibility as a teacher to save students from their home lives by acting as a mentor and
surrogate parent. This meant that any learning was good learning, and this could occur within a
chaotic or well-organized classroom.

During the survival phase, Ms. Destinas enforced quiet assignment work to be done in
one’s seat. To me as an observer, it looked as if students were copying words out of a textbook,
but Ms. Destinas explained this was an assignment where students wrote a story in French and if
they didn’t know a word they had to look it up in the dictionary. During this phase, Ms. Destinas
also started to exhibit a new disciplinary approach, in which she seemed to target her African
American students more severely for disruptions that were similar to those of the other
students—and in a more demeaning tone. During one classroom observation, many of her
students were off task but she only reprimanded two African American students. To one student
she shouted, “Do I need to hold onto these so you pay attention, I’m not going to ask you to put
that away before I take it,” referring to some technology device the student was attempting to
share with another student. To another student, who shrugged her shoulders in response to Ms.
Destinas question about the location of classroom materials she shouted, “don’t shrug your
shoulders, you know where they go.” She also asked another one of her African American

students to put her food away and said, “don’t give me attitude.”
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Destinas also put one of her African American male students in the hallway to complete a
small half-sheet quiz. She left him there for the entire class period—not leaving the room to
check on him once. These examples illustrate how Ms. Destinas’ beliefs are changing to
incorporate a racist perspective toward her African American students. By acting as a White
female and treating her African American students with less respect—and more severe
discipline—Ms. Destinas is reinforcing a culture of White supremacy in her own classroom.

On the contrary, many of her White and Hispanic students were also off task, but never
reprimanded. During the observation, a White student shared that she hadn’t finished her
homework yet, so Ms. Destinas gave her a second chance and politely said that she could finish
it by later that evening. The difference between how she treated her African American students
and how she treated her students from other racial backgrounds was more apparent in the
survival phase than any other phase.

When I asked Ms. Destinas if she was teaching for social justice in her classroom during
the survival phase, she responded: “I would say [that I am] teaching for social justice because I
think I’m doing it correctly.” However, she then went on to share that, “until you really sit down
and see, [you] have no idea of what a student is going through or the things they bring with them
from home. But then you meet with their parents and think oh my gosh I wasn’t even right, or
this is so much worse than I thought, or oh crap I need to call DPS—I had that happen last year
and it was terrifying.” This quote illustrates that Ms. Destinas believes that she is teaching for
social justice, but has a limited (and in some cases inaccurate) perception of what this teaching
pedagogy truly means.

In a later interview during the disillusionment phase, I asked Ms. Destinas if she affirms

and sustains her students’ cultural backgrounds. She stated, “Yes, definitely. I don’t ignore [their
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cultures] at all or say anything like negative or anything. I embrace wherever they come from.”
She went on to provide an example of how she incorporates social justice teaching strategies into
her classroom:

So for example, [in] one of my classes I do a unit on like family and stuff. So for their

projects they had to bring in artifacts or a picture of their family...because in today’s

world it’s a DNA thing, because their family may not look like my family. So I bring in
pictures and show them what my family looks like. But then I show them a picture of my
brother’s girlfriend’s family-- because her parents are divorced, so she technically has
two families. My family [is] more like traditional, while some of [my students] have
uncles and grandmas and all that stuff. So we kind of go through that and we embrace

[difference].

These quotes from Ms. Destinas illustrate that although she perceives herself as affirming
students cultural backgrounds, she may be generalizing the value of different cultures by
suggesting that there is value in everyone’s differences—Ilike those structural differences in her
own family.

Ms. Destinas continued to build on her new beliefs from the disillusionment phase during
the final phases of rejuvenation and reflection. During the rejuvenation phase she shared the
importance of keeping her students orderly and organized. She shared, “Having [students] be
organized with their notebooks is important. I’'m specific about where everything goes. They
have certain speaking notes that go in certain places.” During the reflection phase, she
reemphasized her role as that of both a teacher and a mentor sharing, “because students are with

teachers for eight hours a day, [teachers] are not just teaching material or a content area... [but
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instead] you’re another version of like a parent somehow.” She continued to feel that her purpose
to her students was much greater than it would be for a a typical teacher at a typical school.
Ms. Barley

Ms. Barley also began her year with many of the same idealized beliefs as those shared
by Ms. Destinas. She felt that it was important to prioritize student learning and set high
expectations. During the survival phase, Ms. Destinas still believed that it was important to put
kids first, but also felt that her teaching would vary depending on the uniqueness of each student.
She shared, “I’d say my role as a teacher is to present the material to the students in the best way
that they can learn it — so I try and adapt however I can to teach the individual student”

During this phase Ms. Barley also started to believe that it was important to enforce
neutrality in her classroom, and that school was not a place to discuss differences in one’s
beliefs. She shut down most conversations that did not contribute to behavioral or academic
goals. Ms. Barley also believed during this time that a quiet classroom was important to learning.

During a classroom observation, I observed one student attempt a conversation with his
classmates and Ms. Barley. The student was sharing his opinions on homosexuality, gender
identity, abortion, and many other politically relevant issues. (He even voiced his concern for
politicians who threatened to limit the access of transgendered people to use the bathroom of
their choice). However, despite the students’ knowledge of the topics, Ms. Barley paid little
attention to his commentary and did her best to ignore most of the words the child said—even
when they were posed as a question. After a minute or so, she finally silenced the child saying,
“We are tabling this conversation.” These actions illustrate Ms. Barley’s new beliefs and also
lend themselves toward the stunted progress of social justice and the perpetuation of the status

quo. If Ms. Barley believes that school is a place to prepare students for society, she is
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inadvertently teaching her students that society is not accepting of the beliefs that are silenced in
her classroom. This is critical to address when educating for social justice.

During the disillusionment phase, Ms. Barley continued to believe that it was her
responsibility to enforce neutrality and to keep controversial topics outside of her classroom She
shared:

Surprisingly students actually bring up the topic of strong beliefs such as religion and

very controversial topics quite often, so I often find myself having those conversations

where it’s okay to have different beliefs and that’s okay, but schools not a good place to
talk about them because everyone has such strong beliefs. I’ve even had to have the
social worker come in and help me with these conversations with the students as well to
try and help keep that kind of neutral tone with my kids. So I defiantly have some very
strong minded students—that is something that has been a challenge for me this year is to
still keep that neutral tone to my classroom and while still being accepting, if that makes
sense.

This quote illustrates that while Ms. Barley is trying to keep her classroom open to
different beliefs and ways of living and thinking, she is also inadvertently silencing
conversations that are necessary for students to learn and grow in their understanding of people,
society, and the world.

Ms. Barley continued to uphold her beliefs on teaching during the final two phases,
believing that students were responsible for their own learning. During the rejuvenation phase
she shared, “I kind of give the students the tools, and my job is to kind of help them wean off of
me. My goal is to help them take ownership themselves.” She also shared that it was also very

important to “go with the flow” as things would come up to interfere with lessons and it was
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important that teachers be flexible. She continued to feel that trying was more important than
meeting high expectations, describing her classroom as following “a very loose schedule.”

During the reflection phase, Ms. Barley continued to believe in basic expectations and
shared, “I expect my students to try. That’s probably one of the biggest things for me is at least
they’re attempting the work and putting effort into it. Then the rest of it can come later.” She felt
flexibility was vital to her student’s success and while she continued to censor what she
considered inappropriate conversation, she did find value in her students’ families. During the
rejuvenation phase she shared, “I’m fortunate that most of my students have good supportive
home environments and I’m in frequent contact with several parents... They posses strengths
from home.” This quote illustrates that Ms. Barley sees much of the Willowbrook community as
disadvantaged, but feels lucky that parents that are involved.
Ms. List

Unlike the other new educators, Ms. List experienced the fewest belief changes over the
course of the year. She began the year with an appreciation for diversity and the community. She
believed that students learn best when they are engaged. She also believed that learning should
be an active process and differentiated by student. During the survival phase, she shared, “I
really like to try to give [students] good feedback. Like this is where you are, this is where I
would like you to be to push yourself to that next level.” She also now used a seating chart
strategically to integrate students by different genders, races, and backgrounds. During one
classroom observation, she even stood up and defended a student to the class who did not
identify with the mainstream identity by saying that he was “entitled to [his] own opinion and
that we need to be respectful of all classmates.” This quote illustrates that Ms. List is

intentionally intervening to disrupt the power dynamic that exists between those with privilege
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and those without privilege in an effort to make her classroom a more equitable and socially just
place.

Like many of the other teachers, Ms. List also now believed that it was important to
mentor certain students. She shared:

I see myself as a mentor to quite a few of my students. They come to me telling me they

didn’t sleep all night because the step dad was fighting with them and they just need a

support in their lives. That’s one of my biggest roles I can be as a teacher is a constant

support and also to go back to teaching responsibility and respect to students and to
teachers as well.

In making these observations, List illustrates how her beliefs have evolved from solely
providing academic instruction to students to more fully providing more comprehensive
accommodations to meet the wellbeing of her students. This growth over time demonstrates how
her teaching practice moved from one that was strictly academic to one that considers the
barriers to learning that she must address as part of her teaching practice.

During the disillusionment phase, Ms. List changed her beliefs from seeing school as a
place to prepare students for college to believing that school should not necessarily prepare
students for college because all students should not go to college. She shared:

I do think that our system is quite broken in the fact that we push everyone to go on to

university, and they really might not be ready. We need people that do different jobs in

order for our society to function. So it doesn’t necessarily mean that everyone needs a

college education

In this quote, List illustrates a new belief that she has acquired—not everyone needs a

college education. She also becomes critical of the American education model as she finds it
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pushing students towards college when that may not be what her students’ desire—or even what
is most appropriate for their skills and talents.

Ms. List continued to uphold her high expectations and beliefs during the rejuvenation
and reflection phases, although she did acknowledge that her students’ home lives could vary.
She continued to set high expectations for her students. During the reflection phase, she did her
best to differentiate, but shared that it was sometimes a struggle. She also felt that her classroom
was a place for “more than just teaching” and was proud to call it a “safe place” for students to
share their views and differences. She knew that some students came to school with many
privileges while others possessed significant disadvantages. Her classroom emphasized respect
and the sharing of new ideas and critical feedback. She also intentionally made efforts to seat
students so they were integrated by race, socioeconomic status, gender, and background.

Mr. Geoffrey

Mr. Geoffrey experienced the most changes among these five new teachers over the
course of the year. Mr. Geoffrey began the year like most teachers with idealized beliefs on
engaging teaching, positive student/teacher relationships, and appreciation for all kids who,
despite their backgrounds, wanted to learn and could learn. However, as Geoffrey transitioned
through the survival and disillusionment phases his beliefs and classroom environment changed
to reflect new perspectives.

During the survival phase, Mr. Geoffrey still believed in the importance of positive
student/teacher relationships, but now he felt that his role as a mentor or father figure to his
students was even more important that his role as a teacher. He shared an example of his new

mindset in detail.
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I would describe my role as making sure I have a safe environment for kids to come
when they’re in my classroom, that they feel very comfortable there. And also to some of
them, I feel like kind of like a father figure, like someone they can look up to. I don’t
know what their home lives are [like], but a lot of them want to come in and tell me what
they did the night before and about their weekend and if they’re having a bad day and
why. So I think it is part of my job to be a counselor as well, help them with their
problems and be someone they can talk to... I assume I might be the only male figure
they have as a teacher or even in their life at times so [I see it as] whatever I have to do.

And I try to be someone they can talk to if they need to.

In this quote, Geoffrey demonstrates a newfound belief in his relationships with his
students. While at the beginning of the year, Mr. Geoffrey felt that it was important to form
positive student/teacher relationships, he now sees his role as much more important—and
involved—than that of a teacher. He feels that he is responsible for saving his students from their
home environments and providing them with ways out. His role is no longer purely academic.

During the survival phase, Mr. Geoffrey also believed that students in urban schools learn
differently than students in non-urban schools, suggesting that urban students do not care to learn
and are unmotivated. Mr. Geoffrey shared his new beliefs.

I really want them to just focus on the task at hand and know that it’s not social hour, but

achievement to them is like whatever, most of them simply don’t care. In terms of

achievement, like the standards I want them to reach, it is much harder because first I’ve

got to get them to care before they reach the level of understanding.... I’'m sure what I

deal with on a daily basis doesn’t happen everywhere, and that I guess it’s also hard to

say too because I’'m in an urban school. In a more suburban school, where if I say
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something you know the kids do it on the first time. You ask them once instead a bunch

of times... And also I feel like there’s a lot of disrespect [here], like students don’t respect

each other enough. They can’t sit there without having to say something to one another at
times. It’s not [even] interesting. It’s kind of sad at times.

This change for Geoffrey reflects his evolving beliefs from seeing his students as capable
of meeting high academic and behavioral expectations to now seeing his students as unable to
meet these standards because of their urban backgrounds. This new belief of inferiority gives
Geoffrey a reason to believe that his frustration has little to do with his own ability in teaching
and more to do with his students’ inability to learn. His comparison of his new students to
students in more suburban areas suggests that he now sees his new students as inferior to non-
urban counterparts. Here we can sense Mr. Geoffrey’s frustration—not in himself as a teacher,
but in his student’s capacity to achieve.

During the survival phase, Mr. Geoffrey also started to believe that as a teacher, he
should be more strict. He also started treating his African American students differently

During a classroom observation, I observed one African American student doodle
through an entire class period while wearing his headphones. When I asked Mr. Geoffrey why
this student was not participating, he shared that “I kind of let him just do his own thing” with
the hope that he will not disrupt the entire class. He felt that this student’s missed opportunity to
learn was better for the entire class’s wellbeing and, therefore, justified. Mr. Geoffrey also
tended to target a group of African American students in the back of the room for disciplinary

1ssues more often than the other students.
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During the disillusionment phase, Mr. Geoffrey also began to question the ability for his
students’ parents to act as good parents. He shared his new perspective on the community
compared to his own community.

I mean, I would say I guess my community was pretty White you know, a pretty White

privileged school and it’s different here. Part of it is, you can tell that a lot of these kids I

wouldn’t call them bad kids, but the way they act out for attention is because they don’t

get it at home. There are some parents that probably don’t even care about them and just
want them to come to school. That’s why they want to be at school is to see teachers that
really care about them, is my guess.

When I asked Geoffrey if he advocates for his students on curricular and policy changes
that promote more equitable opportunities during this phase, he shared, “No, I have not done
that.” When I followed-up to ask if he would ever advocated for polices that promote more
equitable opportunities he shared, “Umm I don’t know. I guess that’s hard for me to look down
the line. I don’t know maybe. I’d give a lukewarm chance I guess.”

When I asked Mr. Geoffrey about his decision to group African American students in the
back of the classroom, he said that this seating arrangement was unintentional. When I probed
about his new strict classroom management style, and Mr. Geoffrey explained his new
perspective. He shared:

I expect them to [work] without hemming and hawing about it. Like this is what you’re

expected to do, this is what you’re going to do. So one example from today [is when] we

worked in groups and one of the kids was like, “Aww I don’t want work with this group.”

And I was like, ‘NO! You are going to work with the group I assigned you to work [with]

and that is not going to happen.’ So like no one gets a choice.
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Hearing these statements was startling as Mr. Geoffrey began his year believing that all
students had value and wanted to learn. Mr. Geoffrey’s pre-service teacher training program
even included a semester-long course that focused on systems of oppression, privilege, and
power in social institutions like public school—and even equipped teachers to combat these
norms in their teaching careers. He once felt this background was instrumental in preparing him
for work in an urban environment. However, during the disillusionment phase, Mr. Geoffrey’s
thoughts, responses, and actions suggest that his beliefs were very different than those he held
before teaching at Willowbrook.

During the disillusionment phase, Mr. Geoffrey also tried to talk more about famous
African-Americans in his history lessons in hopes of inspiring his students from diverse
backgrounds. He shared:

We looked at like inventors, and kids didn’t know it at the time, because I didn’t tell

them, but they were all Black inventors. When I asked ‘Can someone tell me what all

[these inventors] have in common?’ and then when I told them they were all Black

inventors, [the students], on a subconscious level were like ‘Oh this is way more

interesting now’ and the next day they were really focused and really interested in
learning more.

This quote illustrates how Mr. Geoffrey believes is his ability to be a good teacher and
connect with students from diverse backgrounds by using teaching strategies like talking about
more famous African Americans in history lessons.

Mr. Geoffrey extended his beliefs from the two previous phases of survival and

disillusionment into the rejuvenation and reflection phases, sharing that learning and
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expectations would vary depending on the student. Mr. Geoffrey shared a detailed response
during the rejuvenation phase:

I have like my very high achievers [mixed with] my lowest and have to sometimes find

that middle ground. I’m sure sometimes it can be too easy for those higher achieving

students—and very challenging for those lower ones—but I’'m trying to raise things up
for those lower ones so they can catch up to them. It’s just harder because of that range.

This quote from Geoffrey illustrates that he believes it is impossible to differentiate his
instruction to meet the needs of various students’ abilities and interests and instead tries to target
his instruction to reach most instead of all.

During the reflection phase, Mr. Geoffrey also continued to envision his duty and
purpose to act as more of a parent than a teacher sharing, “Part of my goal is to foster a
relationship with the students [and] be more than someone who just stands at the board. “[I am]
someone they can relate to and come to when they need personal things.” Mr. Geoffrey felt that
he served a greater purpose than simply instructing students and it was therefore okay if he did
not cover academic goals. He shared, “You want them to understand the curriculum still at a high
level, but I don’t think it’s as important.” Mr. Geoffrey also continued to leave students alone if
they were unengaged, but not disruptive—which were overwhelmingly his African America
students. He shared that it was “easier” and “so we don’t have blow-ups” to leave disruptive
students unengaged than actively try to engage them in the lesson and risk a disruption for the
rest of the class.

These examples of seating all of his African American students in the back of the
classroom, enforcing an authoritarian discipline policy where ‘no one gets a choice,” and

haphazardly adding a list of African American figures to a lesson—assuming that this makes the
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curriculum more interesting for African American students—illustrates Mr. Geoffrey’s evolving
racists tendencies toward his African American students and racial insensitivity. By acting as an
authoritarian and White male, Mr. Geoffrey also reinforces a culture of White supremacy.

Mpr. Burtke

Mr. Burtke began his year different than all of the other new educators. While he
believed that good teaching was engaging and hands-on, he did not believe that his new students
would be able to conduct themselves properly or meet high academic and behavioral
expectations because of their backgrounds and upbringings in the Willowbrook community.
These beliefs changed as her underwent the phases of the Moir (1990) model.

During the survival phase, Mr. Burtke started to see a new ability that he did not expect
in his students and was really impressed in how his students worked together and really
supported each other like a family. He still did not think they possessed any strengths from their
home environments, but he did see that his students were able to meet—and exceed—his
expectations. He also started to believe that teaching and learning skills were more important
than learning content—even though he relied on lecture and teacher-dominated learning
strategies during this phase.

During the survival phase, Mr. Burke shared that his beliefs about the community had
changed from the idea of “being prepared for the worst” to viewing his students and community
as “no different than anyone else.” He went on to share that his students “might not have the
support at home that other students get, but that they’re still kids. They still laugh, and cry, and
can be disruptive.” Data from the first and second survey also showed that Mr. Burtke doubled

his composite score in the beliefs on social justice section. In particular, his score doubled for
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questions regarding a belief that students possess strengths from home, and his score more than
doubled for questions regarding a belief that students are capable of meeting high expectations.

This demonstrates that Mr. Burtke began the year with serious doubts about the
community’s ability to positively contribute—in any way— to the student success at
Willowbrook. He then significantly changed his mind to view the community as really no
different than his own community, with students and parents who wanted the same things for
their families as what families want in any community.

During the disillusionment phase, Mr. Burtke saw himself as more of a facilitator in the
classroom and believed that it was important for students to construct their own knowledge. This
shift toward constructivist beliefs illustrates a change in the disillusionment phase. Instead of
sitting and listening to Mr. Burtke lecture from the front of the classroom, as students did in the
previous phase, during the disillusionment phase Mr. Burke’s shared that his students actively
worked in groups. Mr. Burtke shared, “I have a lot of different learning, based on different
students... [and I am] learning how to be effective in being accommodating to all learning
styles.” He also went on to state, “It is the students’ responsibility to construct knowledge, and
it’s my responsibility to give them the tools they need.” These beliefs are very different than Mr.
Burke’s beliefs during the survival phase when he believed his job was to teach his students how
to be “proper human beings” and sit quietly in their seats. These new beliefs are also very
different from his initial beliefs during the anticipation phase where he expected his students to
all be “grade levels behind” and dependent on him for instruction and learning.

During the disillusionment phase, Mr. Burtke also continued to believe that the purpose
of schools was to teach and equip students with the problem-solving and decision-making skills

to help them best function in society. However, he gained a new perspective on the profession of
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teaching sharing, “I believe in my opinion that teaching has become a job that you need to be
able to confidently fly under the radar and be very internally motivated because you’re not going
to get the extrinsic stuff.” This meant that Mr. Burkte now believed that teaching was a very
demanding job and one in which he would not get much public recognition for being a great
teacher. He felt that many teachers just did the bare minimum to get by or “fly under the radar,”
but that the teachers who really cared were motivated for reasons other than money, prestige, or
status. He now viewed good teachers as those who were committed to the profession because
they felt that they made a difference in the lives of their students. During this phase, Mr. Burtke
also continued to view his department as supportive and his job as vital to the advancement of
his students in society.

As the year drew to an end, and during the rejuvenation and reflection phases, Mr. Burtke
continued to uphold many of his new beliefs that he acquired during the survival and
disillusionment phases. During the rejuvenation phase, he felt that high expectations were vital to
student success and shared, “My expectations are for them to achieve the best that they can.
Holding them to a higher expectation just kind of gives them a target or goal to shoot for.” He
also now felt that it was important for learning to be student-centered and felt that it was
important to partner with the community of Willowbrook in learning. He shared, “The purpose
of schooling is essentially to create productive citizens in society that can contribute to
democratic structure and may be able to work through problems together.” Mr. Burtke felt that it
was important to work collaboratively. He also shared that it was important to maintain a drive
and sense of purpose in his classroom and not dwell on the disadvantages perceived by others. In
talking about his students he shared, “They really don’t want you to feel sorry for them, so when

they come to school they know what the expectations are and what they’re there to do.” He felt
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that it was important “not be too sympathetic, but understanding that you’ve got to get to know
them and build that trusting relationship with them.” He felt that “it would all pay off in the end.”

During the final phase of reflection, Mr. Burtke continued to believe in constructivist-
style teaching practices sharing, “I really want [students] to own the learning and discuss it
themselves and work it out and [then] we can discuss it after they work it through. But I have to
set those expectations to make sure they’re on the right path.” He also shared that he had to vary
his teaching style depending on the needs of his students and what time of day they took his
class. He shared:

So early in the morning I have to be a little more enthusiastic, because they’re still super

tired and then in the afternoon I can kind of go into more higher level thinking quicker. I

guess [in the] afternoon [students] handle some of the deeper knowledge a lot better than

my classes in the morning, they move at kind of a different speed.

This quote illustrates that Mr. Burtke is adjusting his teaching to meet the needs of his
students and instead of viewing one class’s ability as superior or inferior to another, he views
other variables—like the time of day—as a more likely cause of student interest or disinterest.
Mr. Burtke recognizes how changes to his teaching approach will best leverage student learning
capacity.

Significant Phases of Changing Beliefs

While changes were documented during all phases of the Moir (1990) model, the most
frequent and significant changes in beliefs occurred for the new teachers occured during the
survival and disillusionment phases, which spanned the months from early September to late
October. Four of the five new teachers, with the exception of Ms. List, changed their beliefs in

all three domains (teaching practice, social justice, and the purpose of schools) during the
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survival and disillusionment phases. Ms. List only changed her beliefs for the two belief domains
of teaching practice and social justice during the survival phases and in comparison to the other
teachers in this study experienced the least change overall in her beliefs.

Survival Phase

During the survival phase all five-new teachers changed their beliefs in the domain of
teaching practice. During this phase teachers shared new beliefs about their teaching practice. All
five teachers shared that they now felt that their teaching practice should include a mentor-type
mindset in which they acted as positive role models to juxtapose the poor role models students
saw in their community. This idea of acting as a mentor was not reported by any of the teachers
during the anticipation phase.

During the survival phase, all five teachers also changed their beliefs in the domain of
social justice. During this phase, Ms.Destinas and Mr. Geoffrey started to view their students—
and the community—through a deficit lens citing examples of how students lived in rough areas
or how students had hard times at home..

During the survival phase, Ms. List, Ms. Barley and Mr. Burtke adopted an even more
positive mindset about the surrounding the community of Willowbrook schools

During this survival phase, three of the five new teachers also changed their beliefs on the
purpose of schools. Ms. Destinas went from believing during the anticipation phase that schools
should prepare students for successful roles in society and should teach critical thinking skills to
believing that schools are more like a daycare. Mr. Geoffrey thought schools should prepare
students to be good citizens, but also now felt that schools in this country rely too much on grade
inflation and passing students to the next grade level even when they are not ready. Ms. List

changed her beliefs from seeing school as a place to prepare students for college to believing that
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school should now necessarily prepare students for college because all students should not go to
college.

Ms. Barley and Mr. Burtke did not experience a change in their beliefs in on the purpose
of schools during the survival phase, both believing that schools should prepare students to
function well in society.

Disillusionment Phase

During the disillusionment phase between late October and early January, all four
teachers—Ms. Destinas, Ms. Barley, Mr. Geoffrey, and Mr. Burtke—changed, modified, or
adopted a new set of beliefs about their teaching practice.

The changes of the four new teachers’ beliefs around teaching practice reflected during
the disillusionment phase were different for each teacher, but still reflected a change overall. For
Mr. Burtke, this change enhanced his teaching practices and aligned with a more empowering
mindset for teaching. For Ms. Destinas and Mr. Geoffrey, this change was more detrimental—
and in cases outright racist.

Beliefs surrounding social justice also underwent changes for these four participant
teachers during the disillusionment phase. Ms. Destinas and Mr. Geoffrey moved from their
evolving beliefs about the entire student population to changing these positive beliefs toward a
particular racial group of students in their school. Ms. Destinas and Mr. Geoffrey also tried to
celebrate cultural differences by incorporating key African American historical figures into
lessons—or in the case of Ms. Destinas—discussing differences within their own familial
structure, but provided no example of how to sustain and affirm the cultural identities of their

students and their students families
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Ms. Destinas and Mr. Geoffrey also moved from valuing and striving for high
expectations from their students to no longer holding high academic or behavioral expectations
and no longer believing that their students were capable of attaining these high expectations.

Ms. Barley experienced similar setbacks in her beliefs during the disillusionment phase
as she continued to censor diverse conversations surrounding beliefs and conversational topics
that were deemed unacceptable by mainstream society because she felt that the classroom was
not a place to discuss controversial topics.

On the other end of the spectrum, Mr. Burtke experienced empowering changes in his
beliefs during this phase, as he found more ways to value and relate to students’ lives outside of
school. He also found more value in partnering the community in student learning.

Lastly, during the disillusionment phase Mr. Geoffrey, and Ms. Barley kept their new
beliefs acquired during the survival phase, but Ms. Destinas and Mr. Burtke altered their beliefs
slightly regarding the purpose of schools. Ms. Destinas built on her newly acquired belief that
the purpose of schools was more akin to a daycare than academic instruction and built on these
beliefs during the disillusionment phase to now incorporate a narrative that schools should teach
kids order and how to be responsible and respect authority.

At the other end of the spectrum, Mr. Burtke continued to believe that the purpose of
schools was to teach and equip students with the problem-solving and decision-making skills to
help them best function in society. However, he gained a new perspective on teaching sharing his
concern for the profession of teaching and the need to be intrinsically motivated as a teacher.

Overall, study participants experienced their most significant changes in their beliefs

across the three domains of teaching practice, social justice, and the purpose of schooling during
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the survival and disillusionment phases. The changes in beliefs during the rejuvenation and
reflection phases varied for each teacher.
Rejuvenation and Reflection Phases

The new teachers experienced the least amount of change during the phases of
rejuvenation and reflection, which is why I have grouped them together for this part of the
findings section. In comparison to the dramatic changes and emotions new teachers experienced
during the survival and disillusionment phases, the rejuvenation and reflection phases saw little
change in beliefs and much less emotional turbulence. There were no patterns or trends in belief
changes during these two phases amongst teachers, and the beliefs of each teacher were mostly
an extension of their beliefs form the previous phase of disillusionment.

Ms. Destinas continued to build on her new beliefs from the disillusionment phase during
these final phases as she became further convinced that her students should be orderly and
expected to meet expectations that were most appropriate for their backgrounds. She also felt
that her students were victims of poor parenting and that it was her responsibility to help fill this
void by acting as a mentor.

Ms. Barley continued to uphold her beliefs on teaching, believing that students were
responsible for their own learning and that showing effort and willingness to learn was more
important than meeting high expectations. She also continued to find more value in the parents
of her students as they partnered with her in learning.

Ms. List continued to hold her beliefs from the disillusionment phase doing her best to
differentiate, create an inviting classroom, and act as a mentor to many of her students. Mr.
Geoffrey also further developed his beliefs from the disillusionment phase sharing that learning

and expectations would vary depending on the student. He also continued to envision his duty
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and purpose to act as more of a parent than a teacher and stressed the importance of being a good
mentor in spite of a student’s upbringing. Mr. Burtke retained his beliefs from the
disillusionment phase and felt that high expectations were vital to student success. He ended the
year confident in his teaching and his ability to connect with his students.

Overall, the new teachers were a lot more confident in their ability to manage their
classrooms and reach their students than they had exhibited in any other of the previous phases.
As expected from the Moir (1990) model, it appeared that teachers had a renewed sense of hope
in their ability to teach next year—with the newfound insight, perspective, and set of beliefs they
had developed over their first year as teacher of record.

Perceived Influences on Changing Beliefs

The perceived influences on teachers’ beliefs were measured over three of the five Moir
(1990) model phases. These phases included the anticipation phase—which begins in August and
the ends mid-September, the survival phase—which begins mid-September and ends around the
end of October, and the reflection phase—which spans April, May, and the beginning of June.

Like the other self-reported beliefs, influences on beliefs were self-reported by the the
new teachers during formal interview questions during the anticipation, survival, and reflection
phases. At the very beginning of the year all teachers shared a set of similar influences on their
beliefs. With the exception of Ms. List, the new teachers reported new influences on their beliefs
during the survival phase. Ironically, during the refection phase, only one teacher believed that
his beliefs had changed or were influenced at all over the course of the study.

Influences During the Survival Phase
All teachers believed that their university preparation programs, including internships and

field experiences, had influenced their beliefs during the anticipation phase. Ms. Barley shared
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an additional influence of family and respected former teachers as other influences during this
phase. As the new teachers entered the survival phase, none of them believed that their beliefs
were influenced by anything affiliated with their university or teacher preparation program.
Teachers now felt that beliefs were influenced—if at all—by factors within their new school
community—Ilike mentor teachers, administrators, and student/teacher relationships.

Ms. Destinas

During the survival phase, Ms. Destinas believed that her foreign language department,
including the department chair and school impact coach, had the greatest impact on her beliefs
about teaching, teaching for social justice, and the purpose of schools. She shared why her
beliefs aligned with these teachers in her interview during the survival phase:

“I think it’s that they know more about the kids at school because they’ve been there.

Like I know somewhat about the population because I live [near] the area. But at the

same time they know the specific kids better. Where they come from...like what

elementary school they came from, and what these kids have learned before. So I think
that they may have an even better understanding than I do.”

Destinas also shared during this phase that these same teachers also help her improve her
teaching. She shared, “They give me tips and we bounce ideas off each other for how we can
make things work. For example, we all have sixth graders who can be really immature so we all
think of ways we can combat that in our teaching.” These quotes indicate not only the beginning
shift in Ms. Destinas’ beliefs, but also a new possible source of influence—in her new teacher

network—on her beliefs and the outcomes of her teaching practice.
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Ms. Barley

During the survival phase, Ms. Barley believed that her mom was still the most
influential person affecting her beliefs around teaching, school, and schooling. She shared that
her mom was most influential “because she’s also a teacher.” She also shared that her mom was
the “the one who’s inspired [her] to this point” and her mom is always her “go to person.” She
shared that her mom and former school is “actually where [she is] getting the most help.”

However, during the survival phase she also shared that there were other new influences
that could affect her beliefs as well. When asked about who/what influences her day-to-day
teaching, Ms. Barley shared:

“I mean I would say I do get a lot of influences — I would say it’s hard for me because

unfortunately my classroom is very far away from the rest of the special education

teachers. But with this day and age in technology I can still communicate with them. But
it would be a little nicer if I could be closer to them.... Our special education

[department] chair is [also] very helpful. I also have teacher assistants that [ communicate

with on a regular basis.”

These quotes show how Ms. Barley is being influenced by both outside and within-school
sources, but that feels she is less influenced by within-school factors because of the isolating
nature of her classroom. This isolation and being removed from the greater special education
department could be a reason why she continues to seek her mom’s advice for decision-making
and ultimately new belief formation.

Ms. List
Ms. List began the survival phase perceiving that her beliefs on teaching were likely

influenced by other teachers she respected as a student, but also felt that non-educators had less
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influence on her beliefs than educators. She shared that, “I defiantly think that I would take
another educator’s opinion” because “it would have more weight just because they know the
conditions that we are in [as teachers].” She shared that “non-educators can have valid points and
that [she’d] love to hear those as well,” but didn’t think she would “hold them as heavily as I
would another teacher.”

While List found the advice of other educators as influential and important, she also felt
that it she was in a unique place as a new teacher who was still impressionable and figuring out
what to believe. She shared, “I think a lot of teachers are kind of stuck in their own way of what
is right or wrong of how to teach and I don’t think they’re as open to change and new ideas.”
These quotes illustrate that while Ms. List values advice from educators—including trusted
colleges at her own school—she feels that as teachers progress they become less open to
different ways of thinking and doing, and more resistant to change.

Mr. Geoffrey

Like Ms. Destinas, Mr. Geoffrey believed that his beliefs and decision-making were
influenced by new teachers at his school:

“I think what has influenced [my beliefs] is really the people that I work with because

they are good people. I can bounce ideas off them. So I’m not just sitting there by myself

thinking of things to do. I can go to them or [present] any problem. It’s about having
colleagues who are willing to help you and a good student body helps.”

Specifically, Geoffrey also felt that two teachers were particularly influential in
influencing his perceptions about teaching and the school. Ms. Dionard, another social studies
teacher, clicked with Geoffrey from the beginning. He shared that their connection “started the

first day” and “was kind of natural because [they] were teaching the exact same thing.” He also
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shared that their relationship “worked out well because [they] get along really well.” It seemed
like Mr. Geoffrey and Ms. Dionard had a lot of common interests and similar backgrounds.

When I asked Mr. Geoffrey about what influenced his beliefs about students and their
families, Geoffrey shared that the teachers in his school, including Ms. Dionard, influenced this
perception and also his principal. He shared, “Really when I talk to [my principal], he really just
lets me know what kind of student body it’s going to be and you know when I talk to them about
certain students he tells me a little bit more about their home life. I hear some of the things they
have to go through.” These findings illustrate that Geoffrey was turning to his new colleagues for
advice and in decision-making for his classroom.
Mpr. Burtke

Mr. Burtke entered the survival phase perceiving that the teachers in his department
influenced his beliefs on teaching and perception of the community the most. When I asked Mr.
Burtke whom he was going to for advice during this phase, he shared, “Right now I am going to
my department. We have six science teachers.” He also shared that he was “pretty localized in
this section of the school with the science department,” meaning that he got to interact with his
department on a very regular basis. He had a unique sense of belonging with his department and
shared:

I’'m fortunate that our department is really like a pretty close family...We literally have a

saying ‘You can’t control what you can’t control’ — so we roll with the punches and make

sure we’re doing everything we can to make sure that each and everyday we are making a

difference in a student’s life.

Burtke also believed that this unique environment of such a supportive department had

strongly influenced his beliefs. He shared a thoughtful perspective:
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I think once again it does come down to a product of your environment. If [the science

department] is hesitant about something, I am going to question it because technically

they have more experience than me. I am brand new. This is my first go around on my
own—and in my own classroom—I try to be as open as possible.

This quote suggests that Mr. Burtke felt his department of teachers offered a wise
perspective that he himself did not posses based on his limited experience as a teacher of record.

Lastly, when I asked Mr. Burtke how his department felt about working in urban schools,
he shared, “They absolutely love it!” and went on to share that one of the teachers that he now
works with is actually his former eighth grade science teacher. He shared that “now that 'm
working with him — he tells you it’s a totally different experience, but that he wouldn’t trade it
for the world.” Similarly, Mr. Burtke also felt compelled to work in his new urban and really
seemed to enjoy it.

Reflections on Beliefs and Belief Change during the Reflection Phase

At the end of the year, and during the reflection phase, even though all of the teacher
participants had changed their beliefs and cited different sources of influence on their beliefs
throughout the year, only one teacher—Mr. Burtke—believed that his beliefs were actually
influenced and changed by others. The other four remaining teacher participants did not think
that their beliefs in any of the three domains had changed throughout the entire year.

For example, Mr. Geoffrey, underwent the most change in his beliefs over the course of
the year. He once held high expectations and saw promise in his students during the anticipation
phase. This gradually changed as he entered each phase seeing his students through more of a
deficit lens. His own persona also changed as he started seeing himself as an idealized teacher

during the anticipation phase, transitioned to a father figure/ savior to his students in the survival
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and disillusionment phases, and ultimately adopted more of an authoritarian role as he exited the
disillusionment phase and entered the final two phases of the Moir (1990) model. However,
despite all of these changes, when I asked Geoffrey at the end of the year (during the reflection
phase in June) whether or not his beliefs had changed over the course of the year, he shared,
“Probably not too much, I mean maybe a little but I wouldn’t say a ton.” Similarly, Ms. Destinas
underwent significant changes in her beliefs over the year but also shared that no changes had
occurred, stating, “I think they’ve stayed the same.”

To better understand why four of the five teachers believed that their beliefs had not
changed or were not influenced over the course of the year, even though a preliminary data
analysis had revealed otherwise, I conducted a final interview with all of the new teachers during
the following academic year.

During this November interview, all of educators were asked again if they believed that
their beliefs had changed or were influenced over the course of the study. Again, all but one
teacher—MTr. Burtke—shared that their beliefs had not changed nor been influenced. The
teachers were also asked whether or not it was possible for beliefs, in general, to change at all.
Four of the five teachers believed that it was possible for beliefs to undergo change.

Ms. Destinas shared, “I think experiences can change beliefs based on those experiences.
You may have beliefs on a student but until you learn about their home life and things you don’t
know. Like you can have preconceived notions and those can change after you meet them.” Ms.
Barley shared, “People can change their beliefs because they’re constantly learning. Younger
people are more likely to change their beliefs than older people.” Ms. List shared, “Yes, I think it
is possible once you look at both sides of an argument — and then as things happen to you

throughout life — you might see another side and go at a problem in a different way.” Similarly,
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Mr. Geoffrey, who did not think his own beliefs had changed over the course of the year, shared,
“I think that people will change their beliefs, based on the experiences they have that show them
new ways of thinking. I think younger people are more likely to change their beliefs. You know,
the older you get, you get more stuck in your ways.”

Ironically, the one teacher—Mr. Burtke—who believed that his beliefs ad changed over
the course of the year was also the one teacher to believe that beliefs cannot change, in general.
He stated during this final interview, “I think beliefs are pretty much concrete. I don’t know if
people change their beliefs.” All but one participant believed it was possible for beliefs to
change; yet all of these same participants believed that a person’s beliefs could change in
general, even if it did not happen for them.

When I notified each of the four participants that the preliminary data analysis of their
interview, survey, and classroom observation data had revealed that their beliefs had actually
changed over the course of the year and study, and more significantly during the survival and
anticipation phases of the Moir (1990) model, all participants responded very similarly. They
were all surprised that their beliefs had changed and that they had not noticed this change on
their own. The four participants were then asked what might have caused these changes over the
course of the year and why they might not have noticed these changes. Overwhelming, the
participants shared that the reason their beliefs had changed was likely due to stress. Ms. List
shared, “So many more things were dumped on me and the administration, and I had other
responsibilities outside of teaching that just kept piling up on my plate. I think this could have
affected my beliefs and what I was doing in the classroom.” Ms. Destinas also shared her
thoughts on why this change could have occurred:We all have this idea of teaching in our minds

from student teaching, and it’s a great idea of what teaching is going to be like. But I didn’t have
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my own classroom, I didn’t make all the rules, I didn’t have a principal to report to, not all the
initiatives and demands are just on you...So it’s all of those things that you have to do... this
club, start this initiative...you didn’t really understand how stressful it is. You think it’s going to
be so easy because student teaching was so easy, bull crap. So that’s why my beliefs changed.
Like my graduate program was incredibly stressful but not nearly as stressful as my first year of
teaching.
Mr. Geoffrey elaborated on the stress of his first year and shared some insight on why he
might not have noticed the change in beliefs.
It’s possible because this was my first year teaching and I experienced a wide range of
emotions at the time and many different feelings and things just in that first month until
about Christmas break. I guess I didn’t know what I was doing so I probably went
through different stages during that time period that could have contributed to the change.
I would say it was more collective. So many things happening at once... [ would say, we,
probably as first-year teachers just have this view and think that it’s just kind of the same
for the whole year and we think it doesn’t change and some type of experience changes
us without us even realizing that our beliefs had changed... I think it’s going through all
the highs and lows of being a teacher and figuring out how to manage time and deal with
students and be in certain situations, dealing with parents and students and then things
from the administration. It can be overwhelming at times and that can add to the stress.
These comments from Destinas and Geoffrey reveal that they experienced both stress and
emotional turbulence over this first year at Willowbrook as they felt overwhelmed with new

responsibilities and trying to find balance in fulfilling numerous demands.
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Mr. Burtke was the one teacher participant who was aware that that his beliefs had
changed over the course of the year. He offered some insight during the final interview as to why
he thinks his beliefs changed over the course of year.

Well I think a lot of it has to do with being a first year teacher. You kind of go in with

like a sort of ignorance of what is going to happen. Not in bad way. You just have certain

ideas of how things will be, so I guess your beliefs can become more realistic. A lot of it
can be because of stress too. You have to make choices and be more realistic about how
things are done or should be done and what things take precedence over certain things.

For example, one of my beliefs at the beginning of the year related to rigor, and it was a

huge thing for [my classroom]... [but then] I was told by an administrator that you know

rigor is good but you need to do more multiple-choice stuff because that’s what [students]
do for their M-STEP [exam]. It just becomes more realistic in my opinion of what other
people want.

This interpretation documents how Burtke perceived beliefs change for new teachers. He
felt that new teachers are inexperienced and will defer to the status quo of expertise because they
simply do not have a realistic understanding of what their new students need. Abandoning rigor
for test-prep curriculum without challenging his administrator’s directive/ opinion is one such
example of how new teachers can abdicate their original beliefs and practices for those beliefs
and practices that mirror a trusted new source—that is often superior in status.

All of the teachers were surprised to hear that their beliefs had changed over the course of
the study, but after some careful reflection, understood how this could occur and shared that the
many responsibilities, extra duties, and overall stress of the job could have played a big role in

shaping their beliefs.
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Summary of Findings

Most of the teachers—with the exception of Mr. Burtke—began their year with
empowering and idealistic beliefs about their teaching, their students, and the community. All of
the teachers in this study experienced some sort of change in their beliefs over the course of the
year. In some cases, this change was more pronounced—such as in the case of Mr. Geoffrey and
Mr. Burtke. In other cases—the change was small and barely noticeable—such as in the case of
Ms. List. The most significant changes in teachers’ beliefs took place during survival and
disillusionment phases of the Moir (1990) model. All of the teachers’ teaching practices reflected
what the believed during the phases in which they were both interviewed and observed (survival,
rejuvenation, and reflection phases).

The teachers were able to identify influences on their beliefs during the early phases of
the year (sharing examples such as more experienced teachers in their departments) but when
questioned during the final phase of reflection, all but one teacher—Mr. Burtke—felt that their
beliefs had not changed nor been influenced over the course of the year. When teachers were
asked to reflect on this finding after they had seen the preliminary data that illustrated how their
beliefs had in fact changed, teachers shared that this change could have occurred without their
noticing because of the stressful situations and many new demands they faced throughout their

first year. Implications for study findings are discussion in the next chapter.
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CHAPTER 5: DISCUSSION AND IMPLICATIONS FOR RESEARCH AND PRACTICE

As new teachers begin their first year in the classroom, they do so not as blank canvases
but with a certain set of beliefs (Gallagher, 1994; Pajares, 1992). What new teachers believe
about their students, the surrounding community, teaching pedagogy, and their own self-efficacy,
amongst other things, impacts their daily classroom practice (Borg, 2011). However, as teachers
navigate the new world of teaching and experience the emotional turbulence of teaching for the
very first time, they may fall victim to a new set of influences that, in turn, alter their beginning
beliefs. Because teachers play a powerful role in student development, as daily experiences and
interactions compound into a year’s worth of impact, it is important to examine the beliefs of
new teachers, how they effect the actions of new teachers, and the multiple sources of influence
they encounter as they begin their early careers.

This case-study research explored the beliefs of five new teachers as they journeyed
through their first year as teachers of record in an urban school. While the journeys of each new
educator were unique, similarities in the timing of belief changes, and the perceived influences
on beliefs existed amongst many of the new educators. Many new teachers also misunderstood
the concept of teaching for social justice, but continued to execute their perceived understanding
of social justice in their classroom anyway. Implications for future research and practice are
discussed.

Susceptibility for Belief Change

As the new educators progressed through the phases of the Moir (1999) model, they
experienced not only changes in their emotions but also changes in their beliefs. Towards the
beginning of the year, and during the anticipation phase, Ms. Destinas, Ms. Barely, and Mr.

Geoffrey began their year with empowering and idealized beliefs about teaching. These teachers
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believed that teaching should be student-centered and that teachers should hold high academic
and behavioral expectations. During these phases, these three teachers also felt confident in their
ability to execute these idealized beliefs in their classrooms and form rich and meaningful
relationships with their students. They all possessed empowering thoughts about their new urban
community—including the ability for students to thrive in the classroom with positive parental
support. However, as these three new teachers transitioned into the second phase of survival, and
into the third phase of disillusionment, they began to hold very different beliefs about their
students’ abilities, backgrounds, and their own ability to impact change as a teacher. These new
beliefs were overall less empowering and drastically different than the novice educators’ beliefs
from the previous phase.

On the opposite end of the equation, Mr. Burtke began his first year with a less
empowering set of beliefs, believing that his students were incapable of meeting high academic
and behavioral expectations, and also that they suffered from difficult homes lives and therefore
possessed no strengths from home. However, as Mr. Burtke transitioned through the survival
and disillusionment phases of the Moir (1990) model, he encountered significant belief change as
he adopted drastically different beliefs about his students, the community, and his ability to
impact his students for the greater good. Specifically, he moved from believing that his students
were less capable of achieving than their non-urban student counterparts because or their
backgrounds to believing that they had the same potential as any kid.

While all of these teachers underwent significant changes in their beliefs during the
survival and disillusionment phases, albeit on different ends of the spectrum, they all shared one
commonality as they progressed through the rest of the Moir (1990) model: their beliefs did not

incur any further drastic change past the disillusionment phase. As Mr. Burtke, Mr. Geoffrey,
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Ms. Destinas, and Ms. Barley continued through the final—and similar—phase of rejuvenation
and reflection, they all experienced the emotion of renewed hope and reflected on how they were
going to embark on their next year differently, but they did so from the perspective of their
newest beliefs that were adopted during the disillusionment phase. During the final phase of
rejuvenation and reflection, these teachers became more unwavering in their newest beliefs,
firming up their newly acquired and more empowering (or less empowering) beliefs about
teaching, their students, and the community. These newly formed mindsets continued on for the
rest of the year.

When compared with the Moir (1990) emotional changes, the changes in teachers’ beliefs
for these four teachers directly or inversely mirrored the changes in the Moir (1990) model as
portrayed in Figure 5.1. In this figure, “Belief Changes A” denotes teachers who changed their
beliefs from doubtful to more empowered, where teaching was based in constructivism, the
teacher saw value—and potential—in students and their community, and school was a place for
preparing caring and responsible citizens with skills to contribute in society. Conversely, “Belief
Changes B” denotes a more disenchanting path, that summarizes a digress from beliefs that were
hopeful and almost sanguine to beliefs that were less empowering—and in some cases
oppressive—towards students and their community. Teachers who followed this curve were also
more likely to use a more authoritative approach to instruction as the year progressed. In
contrast to the two pathways of belief change, the final path on this figure illustrates to unique
trajectory for one of the teachers—Ms. List—who experienced little to no change in her beliefs
over the course of the year. Therefore, “No Change in Beliefs” illustrates how the beliefs of one

teacher remained constant—and more empowering—for the duration of the year.

128



These four teachers experienced similar changes in their beliefs as they experienced
changes in their emotions throughout the Moir (1990) model. However, unlike in the Moir
(1990) model where teachers experienced a renewed hope during the rejuvenation phase—and
similar emotions to those experienced during the anticipation phase—during the final reflection
phase, the beliefs of Mr. Burtke, Mr. Geoffrey, Ms. Destinas, and Ms. Barley did not revert back
to the initial and idealized beliefs they possessed during the anticipation phase. Instead, these
four teachers finished out the remaining phases of the Moir (1990) model operating under the

mindset of the new beliefs they had acquired during the disillusionment phase.

Belief Changes A

No Change

Moir (1999) Curve

Empowerment

Belief Changes B

Aug Sept Oct Nov Dec Jan Feb Mar Apr May June

Anticipation Survival Disillusionment Rejuvenation Reflection
Figure 5.1. Belief change patterns mapped onto Moir (1990) model.

One exception to this finding is Ms. List. Ms. List experienced the fewest number of
changes in her beliefs as she progressed throughout the year and never underwent any

significantly different or drastic changes in her beliefs as the other teachers experienced. Instead,
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Ms. List made gradual changes in her beliefs that largely built on her existing beliefs, which
stemmed from the beginning of the year. For example, Ms. List began her year believing in the
importance of diversity and inclusion and then became even more intentional about executing
this belief in her classroom during the middle of the year when she intentionally created seating
charts to incorporate students from different backgrounds. Similarly, Ms. List started her year
believing in a constructivist-based approach to teaching and built on this belief as she
incorporated more student-led and student-initiated projects and activities into her classroom.

Unlike the other teachers in this study, Ms. List remained calm and collected as she
progressed throughout the year and transitioned through each phase of the Moir (1999) model.
Also unlike the other teachers, Ms. List never felt overwhelmed or frazzled when she
participated in the interviews and classroom observations. Even after her car accident, she
seemed to have everything in order, making small modifications to her lesson plan to reflect her
needs as a recently injured person and practice self-care. Oddly enough, Ms. List asked the most
questions before agreeing to participate in this study and was also often the last person to
respond to my interview and classroom observation requests. Ms. List seemed to have a really
good system for prioritizing her professional duties and important aspects of her life. She also
seemed to have a distinct confidence in her ability and collectiveness that the other teachers did
not seem to possess.

Given these observations, I wonder if Ms. List truly experienced the phases of the Moir
(1999) model as each of the other teachers had experienced them. Sure she followed the timeline
for teaching and progressed through the seasons of the year like all of the other new educators,

but I do wonder if Ms. List experienced the same emotional turbulence that aligns with the
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anticipation, survival, disillusionment, rejuvenation, and reflection phases and therefore
experienced the true emotional turbulence of teaching during the first year.

During the survival phase, the other teachers seemed overwhelmed with everything they
had going on in their new school. During interviews, Mr. Burtke would talk about the difficultly
he experienced in balancing the demands of teaching with coaching football. Ms. Destinas
shared how her new duties were taking over her personal life. Ms. Barely found it challenging to
navigate and connect with her new department, given her isolation from the special education
wing. Lastly, Mr. Geoffrey just experienced an overall difficulty in connecting with his students,
managing his classroom, and meeting the many demands that he felt weighing on his back.

As expected during the survival phase, the emotions that these teachers experienced were
not abnormal. Similarly, the feelings of incompetence and decreased self-esteem experienced by
the four new educators during the disillusionment phases were also common and expected. What
is abnormal for the Moir (1990) model, and specifically the survival and disillusionment phases,
is Ms. List’s collected confidence and unwavering ability to meet the daily demands of her
students and her school without feeling any of the expected emotions. Ms. List’s uniquely
different emotions, and overall lack of emotional change during each of the phases of the Moir
(1990) model, suggests that Ms. List may not have experienced the Moir (1990) first year
teaching phases in the same fashion as that of her peers and fellow new teachers in this study.

As Ms. List did not experience a change in her emotional state as she progressed
throughout the Moir (1990) model, she also did not drastically change her beliefs. She mostly
kept her beliefs from the beginning of the year to the end of the year, and also self-professed and
exhibited these same beliefs throughout each of the Moir (1990) phases. Like the other teachers,

Ms. List completed her education preparation at a university in Michigan—albeit private—and
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is also a native to the state. However, unlike the other new teachers who spent the entirety of
their teacher preparation and internship experiences in the state of Michigan, Ms. List spent her
internship year teaching English—under the supervision of a more experienced teacher—abroad
in a small school in Germany. Ms. List shared that this experience was truly transformative and
that the time she had spent abroad during her internship year really helped her step outside of her
comfort zone and build a new sense of confidence in herself and her future career as an
educator. Conversely, the other teachers described their internship years as more or less of a no
brainer and much easier than their first year as teacher of record. These four teachers did not feel
that they had to step out of their comfort zones, like Ms. List had experienced, and instead felt
that because they never really struggled during their internship year, it was much more
challenging to navigate their classrooms during their first year at Willowbrook. Given these
different experiences during the internship year, it is possible that Ms. List’s experiences better
prepared her to manage difficult situations and experience less emotional turbulence than the
other four teachers.

Ms. List also had an intense interest for learning more about other cultures and spending
time in these foreign communities that were very different from her own. She loved to travel,
and after her first year at Willowbrook she spent her summer in Europe—the only teacher who
mentioned future plans for any sort of vacation or immersion into a culture different than his or
her own. None of the other teachers shared this affinity for exploring new cultures or had any
experience teaching in a different country.

The unique experiences of Ms. List suggest that not all first-year teachers experience the
phases of the Moir (1990) model in the same way. While the other four educators transitioned

through each phase as was expected, Ms. List did not encounter the same emotional turbulence.
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Nor did she encounter any instances of drastically changing her beliefs, despite working in a new
environment with regular new influences. Considering the differences between Ms. List’s first
year and the other four educators’ first year suggests that a drastic change in new teachers’
beliefs are more likely to occur when new teachers authentically experience Moir’s (1990) first-
year phases of teaching—and transcend through each consecutive phase.

From the Affective Intelligence Theory, we know that people are prone to changing their
beliefs when the encounter anxiety or stress— two emotions that are common during the survival
and disillusionment phases of the Moir (1990) model. We also know that emotion plays a role in
the ability for social influence to affect beliefs and attitudes (Breckler & Wiggins, 1989). Given
the unique differences between the emotional states of Mr. Geoffrey, Ms. Destinas, Ms. Barley,
and Mr. Burke and the emotional state of Ms. List, it is clear that the four new educators who
authentically experienced the Moir (1990) phases of a first-year teacher, including the stress and
anxiety during the survival and disillusionment phases, could have been more prone to belief
changes than Ms. List.

Another theory from Laurie Paul (2014), who is a philosopher at the University of North
Carolina and author of Transformative Experience, suggests that people change their beliefs as
they also change their identities. According to Paul’s theory, as teachers embark on their first
year they are defining their new identities and changing this to fit their perception of this new
identity’s truth. Considering the story of Ms. List, she retained a strong sense of self and
executed this self in her classroom as a teacher, while the other four educators struggled to
consistently exhibit this same strong sense of self as they progressed through the first year. These
four teachers were also more likely to change their dispositions (i.e. some days they were more

with more confident in their tone of voice and on other days this confidence seemed to fade).
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Unlike the other teachers, Ms. List retained her disposition and the same confident repertoire
with students during every classroom observation and interview. Yet, when I observed and
interviewed the other four teachers, they all exhibited different and wavering levels of
confidence that transgressed through each phase.

The factors that played a role in Ms. List’s unique experience during her first year are
worth examining in greater detail. Her exceptional experience suggests that some first-year
teachers may not undergo the emotional turbulence of the Moir (1999) model nor experience
belief changes. Understanding how Ms. List defied these common experiences during her first
year is worth investigating further and could contribute to the design of teacher preparation
programs that work to prepare graduates who will act as change agents in historically
underserved communities and urban schools.

Influences on Beliefs of New Educators

Over the course of the year, the five new educators shared what they perceived to be the
sources of influences on their beliefs. As mentioned, during the anticipation phase all of the
novice teachers shared that their beliefs associated with teaching and working in urban schools
were mostly influenced by their experiences in their teacher education preparation program—or
in the case of Ms. Barely, her own teacher mother. During the survival phases, these perceived
influences changed as a majority of the new teachers identified different sources of influence on
their beliefs, such as the more seasoned teachers at Wilowbrook. Ms. Destinas, Ms. Barley, Mr.
Geoffrey, and Mr. Burtke all felt that the veteran teachers they interacted with most regularly,
such as teachers in their departments, affected their beliefs about teaching, their students, and the
community of Willowbrook—whether positively or negatively — most significantly during this

phase. Ms. List was again the exception of the group sharing that she felt other educators she
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respected influenced her beliefs most significantly, but did not name anyone specifically in her
department like the other new teachers had named. Ms. Destinas felt that her French department
was very influential in shaping her beliefs, and Ms. Barely felt that same way about her special
education department—even though they were geographically distant from her classroom. Mr.
Burtke even gave credit to his science department for changing his perception of his students
whom he had held a negative opinion of from day one. Burtke felt that because of the science
department’s empowering views and positive work ethic, he had changed his beliefs about his
students to now believe that they were capable of achieving far greater endeavors than he had
even imagined during the previous phase. Mr. Geoffrey felt strongly that the other social studies
teacher who was stationed immediately next door to his classroom was most influential in his
new and emerging beliefs about this students and his teaching pedagogy. He also felt that his
principal was another source of influence.

As the five new educators progressed into the final phase of reflection, I asked what
influenced their beliefs. Surprisingly, during this final phase of reflection four of the five new
educators shared that their beliefs were not really influenced by anything else and that they had
formed their opinions on matters based on their own thought processing and reasoning ability.
More so, these same four teachers did not think that their beliefs about their students, the
community, or that their teaching practice had changed over the course of the first year. With the
exception of Ms. List, these new educators all had changed their beliefs significantly over the
year and it was surprising as the researcher to hear that they had not noticed this change—
especially when they felt that their beliefs had been influenced three phases earlier. When I
informed Mr. Geoffrey, Ms. Barley, and Ms. Destinas that their beliefs had changed based on my

preliminary data analysis from interview, classroom observation, and survey data, they were not
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exceptionally surprised and felt that it was possible for these changes to occur unknowingly—
and especially during the months up to Winter break—because of the many demands that
weighed on them as first year teachers. All of the teachers felt that it was possible for an
individual to change their beliefs on all sorts of issues and also in a new school as they had
experienced. Ms. List even shared that it was possible for people to change their beliefs and that
her own beliefs could have changed without her even noticing because of the many demands and
additional responsibilities outside of teaching that she faced as a new teacher. However, this
response was the first time Ms. List had ever mentioned the many demands on her plate as a new
teacher. During the earlier parts of the year she seemed to manage every responsibility with
poise.

Interestingly, Mr. Burtke, who felt that his beliefs had changed over the course of the
year, shared at the end of the year that beliefs in general do not change and are “more concrete.”
This was an interesting remark given Mr. Burtke’s belief changes that he experienced over the
course of the year and his willingness to admit that they had changed and were greatly influenced
by the teachers in his science department. Mr. Burtke’s emotional experiences also mirrored
those of Mr. Geoffrey, Ms. Destinas, and Ms. Barely as he progressed through the Moir (1999)
model. Therefore, it is interesting that Mr. Burtke did not experience the same unawareness of
belief change as Mr. Geoffrey, Ms. Barley, and Ms. Destinas had experienced. Mr. Burtke
experienced a belief change curve that inversely mirrored the belief change curve of Mr.
Geoffrey, Ms. Barely, and Ms. Destinas. Specifically, Mr. Burtke began his year with less
empowering beliefs about teaching and teaching for social justice and then changed his beliefs
into drastically more empowering beliefs by the end of the disillusionment phase. Mr. Geoffrey,

Ms. Barely, and Ms. Destinas experienced the opposite effect, beginning their year with more
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empowering beliefs and ending the disillusionment phase with drastically less empowering
beliefs than they possessed at the beginning of the year.

The recent literature on expectations argues that what Mr. Burtke experienced during his
first year—a mostly positive and joyful experience that led to a more empowering mindset about
his students —is partially due to his low expectations coming into his new position. At the
beginning of the year, Mr. Burtke had incredibly low expectations for his students and his own
ability to excel as a teacher given the context of teaching in an urban school. Because Mr.
Burtke exceeded his expectations over the course of the year, it is likely that this is why he is
ending his year with a more positive mindset around his students’ capabilities, his own
capabilities as a teacher, and his positive experiences that occurred over the year. Conversely, the
other teachers in this study began their year with high expectations—and in some cases were
expected to excel in this type of environment because of their specialized coursework—and
ended the year with beliefs and mindsets that were very different from their starting perspectives.
With the exception of Ms. List, these three teachers ended the year not meeting or exceeding
their expectations and felt that their year had not gone as well as they had expected.

The negatively bias posits that people are more likely to remember things that have a
negative association than those that have a positive association—and that there is a biological
justification for this phenomenon. According to Kensinger, Garoff-Eaton, and Schacter (2006)
human brains are wired to keep a person safe from harm and repeating past experiences that have
caused harm. For example, putting a hand on a hot frying pan typically only happens once
because one remembers the experience of the burning hand and therefore does not put his or her
hand on the hot pan again. In the case of Mr. Burtke, he began his time at Willowbrook feeling

very negative about his first year experience and even shared that he was essentially “prepared
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for the worst.” This expectation was very different for Mr. Geoffrey, Ms. Barely, and Ms.
Destinas who were more idealistic about their first year experiences and in contrast to Mr. Burtke
were really looking forward to their first year in the classroom. Ms. Barely, Ms. Destinas, and
Mr. Geoffrey all experienced an overall positive mindset during the anticipation phase, while Mr.
Burtke experienced more negativity. Given the potential for a negativity bias, it is more likely
that Mr. Burtke would remember how different his negative beliefs were at the beginning of the
year in contrast to his new and more empowering beliefs. Conversely, and under this same
premise, it is possible that the lack of negativity associated with Ms. Barely, Ms. Destinas, and
Mr. Burtke’s initial beliefs made it difficult for them to remember their beginning beliefs and
therefore negated an ability to distinguish any difference between their beginning beliefs and
their beliefs at the end of the year.
Understanding what it Means to Teach for Social Justice

While teachers routinely executed their professed beliefs regarding teaching pedagogy,
their students, the community, and the purpose of schooling during classroom observations, there
was some confusion of what it truly means to teach for social justice, as many teachers both
reported and executed misunderstandings of this concept in interviews and in classroom
observations. In teaching for social justice, teachers must first recognize that certain socially
constructed groups are privileged, while others are disadvantaged (Johnson, 2006). This
procurement of privilege is the result of unearned or undeserving efforts. For example, a person
who identifies as a White heterosexual male does not face the same toils and implicit biases as a
person who identifies as an African American homosexual male. These various forms of identity
(i.e. race, class, gender, sexuality, etc.) are socially constructed, and privilege—although

undeserving—is awarded to those who identify with the majority. [lluminated by the lens of
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Critical Race Theory, teachers must understand how a law or school policy may aim to address
issues of equity and fairness, but ultimately fail—even when perceived as successful—because
they do not address the underlying existing issues of White supremacy and racial domination.

Understanding how this complex system of injustice exists is a foundational principle in
teaching for social justice. The next step is for teachers to actively engage as change agents in
their classrooms and communities to combat patterns of oppression by intentionally disrupting
behavior, activity, and decisions that perpetuate the oppression of marginalized groups—or in the
case of this study, students who identify with the less privileged minority (Ayvazian, 2004;
Adams, Bell, & Griffin, 1997). When teachers are acting as change agents and disrupting this
cycle of oppression, they are teaching for social justice. In teaching for social justice, teachers
must challenging or interrupt the cycle of oppression and intentionally counter oppressive forces
that marginalize certain socially constructed class groups (Banks & Banks, 2001).
Understanding educational experiences through the lens of Critical Race Theory is also
paramount to teaching for social justice.

Ms. List was the only teacher in this study to accurately understand what it means to
teach for social justice and also execute this accurate understanding in her classroom practice.
Ms. List understood privilege and oppression and how it played a role in the power dynamics in
her school and also on a global scale. In her own classroom, she worked to counter cycles of
oppression by publicly speaking out about negative comments students made to target certain
groups and endorsing opinions from students who identified with non-mainstream groups. She
also made intentional efforts to integrate students in seating arrangements and affirm the
opinions of students from less privileged groups as a way to illuminate the injustice that exists

between those with unearned privilege and those with undeserved oppression.
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In contrast to Ms. List, Ms. Destinas, Ms. Barley, and even Mr. Burtke did not fully
understand what it means to teach for social justice and execute daily teaching pedagogy from
this perspective. For example, Ms. Barely believed that she was teaching for social justice by
not allowing students to talk about what she considered controversial topics such as sexual
orientations, political movements, and gender identities. She felt this censorship was important
because she believed school was not a place to be political and was instead a place to respect
everyone’s beliefs. However, by suppressing conversations and opinions that she felt were
inappropriate based on her own perspective, she inadvertently continued to silence and oppress
marginalized groups that do not identify with her mainstream perceptions of identity. From a
CRT perspective, Ms. Barely is enforcing a rule intended to perpetuate equality and freedom of
voice for all, but actually acting in opposition of freedoms for those who do not identify with
dominant group. For example, when Ms. Barley disallowed one of her students to openly discuss
homosexuality and different forms of gender identity, she reinforced a culture of
heteronormativity, further contributing to the oppression of groups who do not identify as
heterosexual. These overt decisions have significant consequences for students who witness
these interactions as they learn that their identity is subordinate to those with identities that are
allowed in daily discussion. Ms. Barely’s belief that she was teaching for social justice by
having an open classroom and not discussing different opinions in an effort to make everyone
feel comfortable, instead was more likely to make students with privilege feel comfortable and
further oppresses her students from non-mainstream backgrounds and with non-mainstream
identities.

In another example of misunderstanding what it means to teach for social justice—and

example of where CRT could be applied—MTr. Geoffrey deliberately ignored some of his African
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American students (who he had deemed as troublemakers) in an effort to not disrupt the entire
class. Instead of helping these African American students meet his expectations for
participation—and illustrate the value of their opinions to the greater class discussion—he let
theses students remove themselves from instruction and tune out the entire lesson. There are
very strong racialized outcomes for Mr. Geoffrey’s decision to ignore certain students who
identify with a particular racial group. First, as the authority figure in the classroom—and White
male—Mr. Geoffrey is reinforcing a culture of White supremacy where his own beliefs and
actions as a White man hold more value than those beliefs and actions of non-White people.
Secondly, Mr. Geoffrey is also showing that his African American students are less important
than his White students because he chooses to exclude his African American students and
prioritize his other students instead of prioritizing his African American students and excluding
his White students. These decisions illustrate that Mr. Geoffrey likely believes that his African
American students have less value than his other students and that they are less important to
reach from a teaching perspective—amongst many other possible perspectives.

Students in Mr. Geoffrey’s class witness this power dynamic and it is likely that they will
internalize this interaction, and different treatment of African American people as normal,
illustrating that students from a certain group need greater discipline than students who do not
identify as African American. This portrait perpetuates the racial domination of White people in
their assertion of dominance over non-White groups.

Ms. Destinas enacted a similar scenario in her own classroom sending an African
American student into the hallway when he was misbehaving, but allowing other students with
different identities to continue misbehaving without suffering any consequence. This

disproportionally distributed discipline toward African American students is in direct conflict
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with what it means to teach for social justice (Ladson-Billings, 2014). From a CRT perspective,
Ms. Destinas—a White female—is reinforcing a culture of White supremacy by treating her non-
White students differently than her White students. This is especially concerning because Ms.
Destinas believes that she is reinforcing equitable and just classroom norms that combat a broken
system of equity but her actions reflect a different perception of racial dominance over non-
White groups.

Not only are Mr. Geoffrey and Ms. Destines inconsistent with their discipline, but they
are also perpetuating a narrative that African American students need more discipline—and
sharing this message with the rest of the students in their classrooms. In an effort to truly combat
the systems of oppression and end this cycle, teachers should think carefully about how they
exhibit their authority and whom they target for regular discipline (Johnson, 2006). Truly
teaching for social justice would mean circumventing less appealing behavior in ways that did
not publically or personally oppress a student, but instead redirecting the task at hand in more
fruitful and productive ways. Considering the ramifications of disciplinary choices and how
these choices affect students from marginalized class groups is one step toward understanding
what it means to teach for social justice. Mr. Burtke, Ms. Destinas, Mr. Geoffrey, and Ms.
Barely have a lot to learn about power, privilege, and oppression before they can truly teach for
social justice and act as change agents in their school.

Because all of the teachers in this study were White, it is important to consider how their
perspectives all reflect that lens of a person who was born White in a society that allows certain
advantages for White people (LaFrance & Mayo, 1976). Many white Americans believe that
they are viewing the world simply by the way that it exists and do not question how this view is

actually just one view—one often told by white people for white people. The problem with
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White gaze is that it does not allow for other perspectives—especially perspectives that
challenge what White gaze argues as truth. Therefore, standards on how to act, be, and live in
society are set through a standard of White gaze and those who do appease these standards are
viewed as wrong, disorderly, or with another deficit lens (Paris & Alim, 2014).

It is important to consider this perspective of White gaze for all of the White teachers in
this study. A challenging part of White gaze is that most people are unaware of its existence.
This is problematic because when people believe that White gaze should not be there, they also
think that it must not be there, and believe that their opinions are formed based on solid judgment
that incorporates many perspectives. This is a dangerous limitation to not consider any
limitation—in this case White gaze—of one’s perspective in society and also classroom.
Therefore, it is paramount to consider how the White gaze of the teachers in this study
contributes to certain externalities of study findings—that may or may not have influenced
certain beliefs and behaviors.

Contributions to the Literature

This study contributes to existing literature on teacher beliefs and extends this research to
understand—specifically—the beliefs of brand new teachers, including how they are formed,
influenced, and changed over the course of their first year. This study shares not only when new
teachers are likely to experience belief change, but also the various factors that contribute to
belief change. New teachers are more susceptible to changing their beliefs—and ways of
teaching—when they experience significant stress and feel overwhelmed with multiple demands.
This study found that new educators are more likely to experience these emotions during the
survival and disillusionment phases of the Moir (1990) model, which occur during the first half

of school year (roughly the end of August to the beginning of January for schools that follow a
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traditional academic calendar). New teachers are also more likely to turn to nearby and trusted
sources for advice and insight during these phases. New educators undergoing these phases
perceive these informal mentors as much more knowledgeable about teaching and often defer to
their expertise. This is one possible source that may change new teachers beliefs and ways of
teaching.

This study also closely examined the trajectory of belief changes for first-year teachers
and found that not all first-year teachers change their beliefs in the same way. As illustrated by
the portraits of Mr. Burtke, Mr. Geoffrey, Ms. Barley, and Ms. Destinas, teachers may begin
their year with very similar or different beliefs and then experience a drastic change, or—such as
in the case of Ms. List—experience very little change or no change at all. This study suggests
that the difference in these experiences stem from whether or not new teachers truly experience
emotional turbulence and undergo each phase of the Moir (1990) model.

Given the different experiences teachers faced during their internship year with some
being not so challenging—such as in the case of Ms. Destinas, Mr. Geoffrey, Mr. Burtke, and
Ms. Barely, and others being quite challenging—such as in the case of Ms. List, it is possible
that truly challenging internship experiences could hold a lot of value for new teacher
development. If new teachers learn how to manage new challenges and stressful situations well
during their internship year, they may also be able to better navigate the phases of the Moir
(1990) model without experiencing significant emotional turbulence—and potential
vulnerability. Future research on the impact of internship programs—that may vary by
intensity—is needed to fully understand this phenomena in greater depth. It would also be
interesting to examine how the first-year experienes of new teachers vary based on the

background of their teacher preparation program. All of the teachers in this study attended
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institutionally-based teacher preparation programs, but not all teachers attend this type of teacher
preparation program. Therefore, it is worth investigating how teacher graduates from more non-
traditional teacher preparation programs—Iike New York City Teaching Fellowss or Teach for
American—experience their first year and undergo the Moir (1990) model. It would also be
interesting to see if teachers from alternative teacher preparation programs cite other sources of
influence on their beliefs or teaching practices. Given that all teachers in this study were in their
early twenties or thirties, it would also be interesting consider the experiences of new teachers
who begin their career later in life—and with a lot more life experience.

Findings from this study also reveal that more work must be done around teaching for
social justice in urban schools. Many of the new teachers were familiar with the term of teaching
for social justice, but did not know how to accurately implement this teaching into their
classrooms. While many of the new teachers were aware of the disadvantages their students
faced, and deeply cared to help their students do better, they were less aware of how the power
dynamic between those with privilege and those without privilege perpetuated a disadvantaged
culture for their students. They also did little to address their own privilege or show any
accountability for the many advantages they benefited from in their own college and career
pursuits because of this privilege. Instead of directly addressing how power and oppression play
a significant role in the advantages and disadvantages students—and all people—have today,
teachers in this study opted to act more as mentors and showed students how and where they
should direct their lives for betterment. Future research that examines this lack of accurately
understanding and implementing true teaching for social justice is vital to improving urban

schools and breaking the vehicle for social reproduction in urban schools.
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Implications for Policy and Practice

This study calls for future research that examines the beliefs of novice educators as they
embark on their pre-service training, first year in the classroom, and continued experience over
the course of their career. This study specifically illuminated the experiences of first-year
teachers and how their beliefs changed (or did not change) over the course of their first year as
teachers of record. There is a need for future research that examines factors of influence on new
teachers during their early-career years and how decision-making at the institutional training
level, the school administrative level, and the district policy level can influence this susceptibility
for belief change.

From the perspective of teacher preparation, this study suggests that pre-service teaching
programs should provide students with broad experiences— including working and in urban
environments and communities that are historically underserved. All of the teachers in this study
had an idea of what it meant to teach for social justice; however, understanding power, privilege,
and oppression based on historic and current context varied for all of the new educators in this
study. The new educators’ execution of teaching for social justice in the classroom also varied.
Therefore, teacher preparation programs need to consider how students are understanding both
the theoretical and practical applications of teaching for social justice and allow students to
develop this technique early in their pre-service classroom experiences. Mr. Geoffrey was one of
the teachers who had perhaps the most misinformed understanding of what it means to teach for
social justice, but had taken an entire course at his university that focused on human power,
diversity, and oppression—with an emphasis on how these phenomena manifests in public
schooling. While Mr. Geoffrey was exposed to coursework and service learning experiences that

were centered on teaching for social justice, the actual execution of this skill was not carried over
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into Mr. Geoffrey’s classroom. Therefore, even if pre-service programs are offering progressive
coursework for teachers, they need to do a better job of assessing to what extent pre-service
teachers actually understand course objectives, retain this understanding, and ultimately execute
the practical application of this understanding in their classrooms.

Pre-service programs also need to consider how they can stay involved in the ongoing
experiences of teachers when they transition from pre-service candidates to teachers of record—
particularly during the first year when they are most susceptible to emotional turbulence and
belief change. By acting as a continual resource, teacher preparation programs could act as a
guiding influence during the challenging first-year phases and help novice educators develop
empowering practices and perspectives about their new their students, their own teaching, and
their new communities.

From an administrative perspective, school principals should work to first understand the
existing beliefs, perspectives, and practices of staff in their current faculty and then intentionally
and appropriately place teachers with mentors who empower students, understand why it is
important to teach for social justice, and actively teach with these beliefs in their own
classrooms. Mr. Geoffrey and Ms. Barely felt that some of their greatest influences during the
year were from teachers who were relatively close to their classroom or with whom they “just
clicked,” while Mr. Burtke and Ms. Destinas channeled new perspectives from their new
departments. If administrators are careful with not only where geographically they place new
teachers during their first year, but also in structuring initial mentoring networks to reflect a
positive and empowering mindset they can help to mitigate the negative influences that new

teachers encounter during challenging first-year phases.
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Administrators can also work to combat the emotional turbulence and feelings of
hopelessness during the first year by developing regular support groups for new teachers to
discuss their current challenges, reflect on decision-making, and also share and learn from other
new teachers who are experiencing similar situations. In combination with positive and
empowering mentoring, regular support groups could offer new educators a chance to share their
emotional upsets and feel a sense of camaraderie amongst the other new teachers in their school.
These groups can also help to combat the feeling of isolation and give new teachers a chance to
grow and create their own culture that reflects empowering ideals and views on teaching.

From a school and district policy perspective, schools should consider the demands
placed on first-year teachers and work to deter less meaningful initiatives, mandates, and
trainings that interfere with empowering teacher development. All of the teachers in this study
felt that there were many demands, unaffiliated with teaching, that were placed on them during
their first year. These demands pulled them away from their own teaching, lesson planning, and
fruitful development. These demands may also contribute to more emotional turbulence and
susceptibility to belief change. Given these parameters, schools and districts should structure
first-year teaching policy that is amenable to first-year experiences and builds gradually in a
consecutive and manageable fashion instead of piling new demands on new educators all at once.
Schools may also consider partnering with local universities to create teacher induction
programs, which aim to connect theory with practice. As new teachers embark on their
challenging first year, teacher induction programs provide teachers with both the real-world
experience of acting as teacher of record, but also provide the support of academic experts who

can help teachers troubleshoot issues and continually foster the development of an empowering

148



mindset. Compelling research also suggests that teacher induction programs make the transition
from pre-service teacher to teacher of record more manageable (Stanulis, et al., 2007).

Lastly, from a state-level policy perspective this study suggests a need changes in policy
surrounding teacher licensure—including their required pre-service and internship experiences.
One of the most exceptional teachers in this study was Ms. List. Ms. List experienced limited
changes in her beliefs, met her own expectations —even thought they were high—and spent her
entire first year teaching for social justice more accurately than any of the other teachers in this
study. Also unlike the other teachers in this study, Ms. List completed the most rigorous form of
training through an internship abroad that challenged her more than she had ever been challenged
before and put her out of her comfort zone on numerous occasions. Because of this experience,
Ms. List had less of a challenge managing her classroom and meeting her early-year
expectations. She was also consistent with student discipline and praise and also underwent the
least amount of emotional turbulence as she progressed through the Moir (1990) model.

On the other hand, Mr. Geoffrey is an example of a teacher who completed specialized
coursework for teaching in urban schools, but failed to have an internship experience that was
truly challenging—and authentically representative of an urban school climate. He cites his
experiences teaching in schools that were more suburban where students would do exactly what
he wanted them to do and when he asked them to it. He shared that this internship was really
quite easy in comparison to his first year at Willowbrook. Mr. Geoffrey also underwent
significant emotional turbulence as he progressed through the Moir (1990) model and
experienced various forms of stress from the many demands on his plate as a first-year teacher.

These contrasting examples suggest that states should require their teachers to teach in

areas that are more similar to the schools in which they will teach during their career as an effort
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to present a more authentic experience. This experience will also give pre-service teachers a
chance to progress through the Moir (1990) model under the guidance of an appropriate
experienced teacher who can help them process and manage the demands of teaching in a way
that is constructive to both the teacher’s development and also their students.

This type of rigorous pre-service training is not uncommon in other professional fields
such as medicine or law where the pre-service requirements and experiences are much more
demanding than the actual job. For example, future physicians are expected to not only complete
at least four years of additional schooling, but also to complete at least a two-year residency with
even more training if they choose toe specialize in a particular area of medicine. Similarly,
teachers who are seeking a specialization to teach in an urban school—such as now offered at
many universities—may also need to spend additional time and training to best prepare them for
work in an environment that is more challenging and often different than their own k-12 learning
experiences.

Case Study Summary and Conclusion

This case study explored the beliefs of new teachers as they embarked on their first year
of teaching in an urban school. Specifically, I explored the beginning beliefs of novice educators
and if these beliefs changed as they underwent the emotional turbulence of the Moir (1990) First
Year Phases of Teaching model. I also explored factors of perceived influence on belief changes
and how new teachers understand the ways in which their beliefs impact their own practice. I
identified three broad belief domains to capture these belief changes as the new teachers
progressed throughout their first year and found that while all teachers began their year with
similar and idealistic beliefs about teaching, their students, and the community, four of the new

educators experienced changes in their beliefs in multiple phases of the Moir (1990) model.
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These four teachers also felt that teacher colleagues and veteran faculty in their new school
largely influenced their beliefs as they progressed through the first-year phases. One new
teacher, Ms. List, did not experience belief changes like the other four teachers and also did not
experience the same emotional upset that the other four teachers had faced as they progressed
through each of the Moir (1990) phases. Ms. List also uniquely felt that her beliefs were largely
influenced by past examples of exemplary teaching, instead of teaching at her current school.
On the contrary, the new educators that experienced the most changes in their beliefs also
exhibited the expected emotions for each phase of the Moir (1999) model.

While all of the new teachers felt that their beliefs were influenced by some outside
factor at some point during the year (even in the case of Ms. List who felt that former educators
played the greatest influence on her beliefs), this perception of influence was not consistent
through the final phase of the Moir (1990) model as many of the new educators reported no
influence on their beliefs during the final phase of reflection. When confronted with this finding
at the end of they study, many teachers shared that it was likely that their beliefs could have
change without them realizing this change (or influences on this change), because of the many
demands and factors of stress that peaked during the tumultuous phases.

In terms of understanding how beliefs impact practice, all of the new teachers’ reported
beliefs matched their behaviors in the classroom. However, four of the new teachers did not
accurately understand what it means to teach for social justice and subsequently inaccurately
enacted their perception of this belief into their own classroom practice. As discussed, this
misconception prompted behaviors that were detrimental to students from historically
underserved and marginalized groups and, if not addressed, could manifest structures and

activities that transmit social inequality from one generation to the next. Therefore, future
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studies should explore this misunderstanding of what it means to teach for social justice in
greater detail—including how to remedy this misconception in rapid order. Based on study
findings, future research should also examine the developing social ties of incoming novice
educators with existing faculty in an effort to better understand how novice teachers’ beliefs are
influenced and changed by existing social networks. Future study findings, and findings from
this study, may help guide policymakers and school administrators to carefully transition new
teachers into an existing school culture that is more empowering. This is even more important in
instances where new teachers are working to change the status quo. Equipped with specialized
training and experience for work in urban schools, novice educators may better execute their
duties as change agents if they feel empowered and supported. These study findings call for
research that critically examines how schools and teacher preparation programs can work
together to create supportive and empowering environments for early-career teachers in an effort

to preserve a commitment to the teaching profession and high-quality teaching practices.
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APPENDIX B: TEACHER CONSENT FORM

New Teachers in Urban Schools: Belief Formation, Change, and Influences on Teaching for Social Justice
October 12,2015

TEACHER CONSENT FORM TO ANSWER A SURVEY AND TO PARTICIPATE IN INTERVIEWS

Dear < teacher>,

The survey and the interviews we are asking you to answer are part of an effort to better understand how new
teacher collaborate, and build support networks. Your participation will help us to better understand what new
teachers experience, how new teachers communicate, and suggest strategies for the future betterment of the
professional development, and teacher preparation program We are particularly interested in any comments you may
have about your experience as a new teacher in an urban school.

s We will ask you to answer a survey before or after we interview you. The questionnaire should not take longer
than 15 - 20 minutes to answer.

¢ The interview should not last longer than an hour and a half but this depends on the length of your responses.

s We want to clearly state that your participation in this study is completely voluntary. You can refuse to answer
any question as well as stop participating in the study at any time. If at any point during the study you wish to
discontinue, the information collected will not be used in the analysis and results of this project.

% To ensure confidentiality, your name will not be collected and any identifying information about you will not be
exposed in any way. Data will only be reported in the aggregate so no individual information will be singled
out. Every effort will also be made to protect the confidentiality of the information provided. All materials will
be kept in a secure and locked location. In case individual data is needed pseudonyms will be used to disguise
personal identifiers in any written reports, publications, and presentations.

“  You indicate your voluntary agreement to participate by completing the questionnaire and by participating in
the interviews and videotaping of the lesson.

If you have questions about your participation in this research project, you may contact Kate Rollert, +1-616-550-
3452, rollertk@msu.edu. If you have any questions or concerns regarding your rights as a study participant, or are
dissatisfied at any time with any aspect of this study, you may contact - anonymously, if you wish, the Michigan
State University’s Human Research Protection Program (HRPP) at: (517) 355-2180, fax: (517) 432-4503, email:
irb@msu.edu, or regular mail: 207 Olds Hall, MSU, East Lansing, M1 48824.

Thank you for taking the time to collaborate in this study.

Sincerely,

Kate Michelle Rollert [Doctoral Student, Michigan State University
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APPENDIX C: TEACHER SURVEY QUESTIONNAIRE

Name:
Years of experience teaching:
Race:

Teacher Training:
Location(s): of years teaching:
Subject & grades taught:

The following statements are about schooling and social issues. Indicate your agreement or disagreement
with each by place the following abbreviations next to each sentence: Strongly Disagree-SD, Moderately
Disagree-MD, Slightly Disagree-SD, Slightly Agree—SA, Moderately Agree—-MA, Strongly Agree-SA

1. Teachers know a lot more about than students: they shouldn’t let students muddle around when they can
just explain the answer directly.

A quiet classroom is generally needed for effective learning.

Students are not ready for “meaningful” learning until they have acquired basic reading and math skills.
It is better when the teacher-not the students decides what activities should be done.

Students will take more initiative to learn when they feel free to move around the room during class.
How much students learn depends on how much background knowledge they have—that is why teaching
facts is so necessary.

ANl N

The following statements are about schooling and social issues. Indicate your agreement or disagreement
with each by place the following abbreviations next to each sentence: Strongly Disagree-SD, Moderately
Disagree-MD, Slightly Disagree-SD, Slightly Agree—SA, Moderately Agree — MA, Strongly Agree-SA

1. The American economy will be sufficiently strong during the next two or three decades to provide a place
in the working world for people of all skill levels

2. In the 21st century world economy, there won’t be nearly enough “blue-collar” and service jobs for the
numbers of people who typically graduate from high-school and don’t go on to college

3. A good academic education, through college, will provide students the most important skills and
knowledge they will need to succeed in work

4. Most high school and college education does not provide what students now need—a capacity to take
initiative, to organize work with others, to deal with novel problems, and to use technologies

5. Schools have generally failed to educate most students from lower class backgrounds enough for them to
escape the poverty of their origins

6. Good basic reading and mathematics skills and learning the important facts of history and science will
enable most students from immigrant and poor families to succeed in school and later life

Imagine how you will set up your own future classroom as you read each of the following survey statements.
As you think about your classroom (not your cooperating teachers’ classrooms), write a number on the line
beside each statement to indicate how much you disagree or agree with the statement on a scale ranging from
1 (strongly disagree) to 6 (strongly agree)

1. It is important that I establish classroom control before I become too friendly with students
2. I believe that expanding on students’ ideas is an effective way to build my curriculum
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11.

12.
13.
14.

15.
16.
17.
18.
19.
20.
21.
22.

23.
24.

I prefer to cluster students’ desks or use tables so they can work together.

I invite students to create many of my bulletin boards
I like to make curriculum choices for students because they can’t know what they need to learn
I base student grades primarily on homework, quizzes, and tests
An essential part of my teacher role is supporting a student’s family when problems are interfering with a
student’s learning
To be sure that I teach students all necessary content and skills, I follow a textbook or workbook
I involve students in evaluating their own work and setting their own goals

. My primary role as a teacher is to help students become learners, not to teach particular content

knowledge

When there is a dispute between students in my classroom, I try to intervene immediately to resolve the
problem

I believe students learn best when there is a fixed schedule

I communicate with parents mainly through report cards and parent-teacher conferences

During discussions I ask many open-ended questions and encourage students to ask questions of each
other

If I am not directing classroom events, the most likely result is chaos_

My students spend the majority of their seatwork time working individually

For assessment purposes, I am interested in what students can do independently

I invite parents to volunteer in or visit my classroom almost any time

I generally use the teacher’s guide to lead class discussions of a story or text.

I prefer to assess students informally through observations and conferences.

I find that textbooks and other published materials are the best sources for creating my curriculum
If students are interested in a topic I try to help them, but I don’t use class time because I have a lot of
curriculum to cover

I often create thematic units based on the students’ interests and ideas

Students need to learn that there are consequences for inappropriate behavior

Please indicate how much you disagree or agree with each of the following statements ranging from 1
(strongly disagree) to 6 (strongly agree).

...your personal beliefs on teaching and learning

1.

W

10.

11.
12.

Effective good teachers demonstrate the correct way to solve a problem
When referring to a “poor performance”, I mean a performance that lies below the previous achievement
level of the student

It is better when the teacher — not the student — decides what activities are to be done

My role as a teacher is to facilitate students” own inquiry
Teachers know a lot more than students; they shouldn’t let students develop answers that may be incorrect
when they can just explain the answers directly

Students learn best by finding solutions to problems on their own

Instruction should be built around problems with clear, correct answers, and around ideas that most
students can grasp quickly

How much students learn depends on how much background knowledge they have — that is why teaching
facts is so necessary

Students should be allowed to think of solutions to practical problems themselves before the teacher shows
them how they are solved

When referring to a “good performance”, I mean a performance that lies above the previous achievement
level of the student

A quiet classroom is generally needed for effective learning

Thinking and reasoning processes are more important than specific curriculum content

... about yourself as a teacher in this school?

1.
2.

All in all, I am satisfied with my job
I feel that I am making a significant educational difference in the lives of my students
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If I try really hard, I can make progress with even the most difficult and unmotivated students
I am successful with the students in my class_

I usually know how to get through to students

Teachers in this local community are well respected

... about what happens in this school?

1.

2.
3.
4.

In this school, teachers and students usually get

on well with each other

Most teachers in this school believe that student well-being is important
Most teachers in this school are interested in what students have to say
If a student from this school needs extra assistance, the school provides it

Which THREE of the following do you believe are the most important objectives that middle and high school
education should have? Please ¥ next to the 3 most important objectives.

NN R DD

Mastery of content in science, history, algebra, and literature.
Developing talent in the performing arts or athletics.

Competence in writing and in oral communication.

Learning to reason carefully and use evidence well.

Being able to work well in groups, and understand different views.
Being interested and able to learn independently.

Wanting to help others and contribute to the general community.
Developing skills in using computers to analyze and present ideas.

How useful are each of the following kinds of assessments for you in judging how well students are learning:
Indicate your answer by place the following abbreviations next to each sentence: Not useful-NU, Slightly
useful-SU, Moderately useful-MU, Very useful-VU, Essential-E

AN o

Short-answer and multiple-choice tests
Essay tests

Open-ended problems

Individual and group projects
Standardized test results

Student presentations/performances
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APPENDIX D: INTERVIEW PROTOCOL ONE

TO BE READ AT THE START OF THE INTERVIEW

Thank you for agreeing to participate in my research. The interview today will last 45-60 minutes depending upon
how much you would like to share,

START OF INTERVIEW

To begin, 1'd like to start by asking you about your beliefs on teaching practice.

THEME 1: Teaching Practice

How would you describe your role as a teacher?
What does it mean to be an effective teacher to you?
How did you learn to teach?
Who influences your teaching practice in your new school?
a. For each person
i. When did this person start influencing your practice?
ii. How does this person influence your practice?

A~

Next, I’d like to ask you a few questions about your students

THEME 2: Student Achievement

How would you describe your students?
How do you measure student achievement?
What influences student achievement?
Have you always held these beliefs?
a. Ifyes, next question
b.  Ifno, ask: How did your beliefs on student achievement change?
5. Do your beliefs on student achievement align with other teachers in your school?
a. Which ones?
b.  How frequently do you talk with them?
6. Do your beliefs on student achievement misalign with other teachers in your school?
a. Which ones?
b.  How frequently do you talk with them?

A~

THEME 3: Response to reform efforts

1. How do you feel about implementing new reforms into your school and/or classroom?
a.  What influences your decision to accept a new reform with enthusiasm?
b.  What influences your decision to accept a new reform because it is mandatory?
2. How do other teachers in your school feel about implementing new reforms into your school and/or

classroom?
a. Do you feel you share the same feelings about reform with teachers you talk interact with most
frequently?

i. Howso?

3. Are you more willing to accept a new reform enthusiastically if teachers you are close with accept it
enthusiastically as well?

4. Are you less accepting to accept a new reform enthusiastically if teachers you are close with do not accept
it enthusiastically?

THEME 4: Job Satisfaction
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Do you enjoy teaching? Why?
a. Have you always felt this way?
b.  What was your initial outlook on being a teacher?
What is your long-term career plan?
a. Have you always felt this way?
What has influenced your job satisfaction as teacher of record?
What has influenced your motivation and attitude toward teaching in urban schools?
a. Do the teachers you are close with share these motivations and attitudes toward teaching?
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APPENDIX E: INTERVIEW PROTOCOL TWO

Teaching Practice
1. How would you describe your role as a teacher today?
2. What are your expectations for students?
a. Ability
b. Achievement
What are your goals for teaching long-term?
4. How would you describe your classroom practice?
a. Islearning the same for all students?
b. Is learning different for all students?
5. Who is responsible for constructing knowledge?
a. Students, and teacher serves as a facilitator?
b. Teacher should make all decisions?
6. What is most important in student learning to you?
a. Mastering content?
b. Develop skills to learn?
7.  What or who do you believe influences your beliefs on how you teach?
a. Teacher prep program?
b. New colleagues?
i.  Which ones?
c. Other

W

Social Justice
1. How would you describe your students’ home environment?
a. Do students possess strengths from home?
2. How would you describe your current students?
3. How would you describe satisfactory student performance for your students?
a. Is it when students do better than they did before?
b. Isit when they are on grade-level or showing that they are college ready?
4.  What or whom do you believe influences your beliefs on your students and their families?
a. Teacher prep program?
b. New colleagues?
i.  Which ones?
c. Other

School Purpose & Reform
1. How would you describe the purpose and state of America schools today?
a. Kids to college?
b. Skills for work?
c. Not meeting their potential?
2. How do you feel about implementing new school initiatives into your school and/or classroom?*
3. What or whom do you believe influences your beliefs on schooling purpose and reform?
a. Teacher prep program?
b. New colleagues?
c.  Which ones?
d. Other

Impact on classroom behavior
1. How do you think your beliefs influence your activities and interactions with students in the classroom?
2. Can you provide an example of your beliefs influence your classroom activities and interactions with
students?
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APPENDIX F: INTERVIEW PROTOCOL THREE

Teaching Practice
1. How would you define your teaching practice?

Social Justice

2. Can you provide an example of you using culturally responsive or justice-oriented teaching methods in your
classroom?

For the following question provide an example as well

4. Do you think you hold high academic and behavioral expectations for all in a rigorous curriculum?

5. Do you think your classroom climate is warm and demanding? How so?

6. Do you affirm and sustain their students' cultural backgrounds by drawing from their "funds of knowledge"
(languages, histories, cultural practices)

7. Do you connect with their students' families and communities?
8. Do you advocate for curricular and policy changes that promote more equitable educational opportunities?

9. Do you help students identify and critique historical and contemporary examples of injustice?
10. Do you empower students to actively work toward social change?

11. How do you think your beliefs about teaching and your students’ abilities are reflected in your classroom
practice?

12. Now I’'m going to ask you some specific questions about my visit to your classroom... (Will vary for each
teacher based on previously recorded data)
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APPENDIX G: INTERVIEW PROTOCOL FOUR

(Will vary by each teacher based on classroom observation)

1. When I visited the students were {INSERT OBSERVATION i.e. copying definitions form the overhead and
generating discussion}. You said in an earlier interview that {INSERT DATA i.e. that you see your role for teaching
as not just someone who is there to teach but more of a mentor, or a father-figure for students to look up to}, can
you explain how these beliefs of yours came into play during this lesson?

2. You also said that you {INSERT DATA i.e. you believe students should take ownership of their learning, but that
it is more of the teacher’s responsibility to construct knowledge}. Can you explain how this belief came into play
during this lesson?

3. You mentioned in our last interview that you {INSERT DATA i.e. hold incredibly high academic and behavioral
expectations for your students} — can you explain how this came to play in the lesson I visited?

4. You mentioned that {INSERT DATA i.e. skills are more important that retaining content}, can you explain how
this belief came into play in this lesson?

5. You mentioned in our last interview that you {INSERT DATA i.e. try to incorporate social justice teaching by
intentionally showcasing prominent African American inventors or leaders in your lessons}. Can you explain how
this came to play or how you connected with your African American students in

6. You mentioned that you see are {INSERT DATA i.e. usually supportive of new reforms if other teachers in your
school are supportive}. Can you explain how this belief came into play during the lesson I observed?

7. You mentioned that you see schools as {INSERT DATA i.e. a space to prepare kids for jobs} can you explain
how this came into play in your classroom when I visited?

8. Now I want to hear about your teacher preparation program. How did they prepare you to teach? What did they
tell you to anticipate regarding the culture you would encounter at your school? Do you think this preparation was

realistic for your current teaching environment?

9. How was your current work environment changed that way you teach, compared to how you expected to teach at
day 1? Who or what has affected this change?
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APPENDIX H: INTERVIEW PROTOCOL FIVE

Teaching Practice

How would you describe the role and responsibilities you hold as a teacher?
Teaching curriculum, safe environment, foster relationships

What do you believe is the purpose of schooling?

What are your expectations for students?

What is your long-term career plan today?

What influences your job satisfaction?

How would you describe your classroom practice?

Is learning the same for all students?

Is learning different for all students?

Students, and teacher serves as a facilitator?

Teacher should make all decisions?

What is most important in student learning to you? More about the skills
Mastering content?

Develop skills to learn?

What or who do you believe influences your beliefs on teaching and your students most?

Social Justice
How would you describe your current students?

Do your beliefs on student achievement (ability) align with what any other teachers believe at your school?
How would you describe your students’ home environment?

How would you describe satisfactory student performance for your students?
each kid is different

Is it when students do better than they did before?
Is it when they are on grade-level or showing that they are college ready?

What or whom do you believe influences your beliefs on your students and their families?

School Purpose & Reform
How do you feel about implementing new school initiatives into your school and/or classroom?

What or whom do you believe influences your beliefs on new school initiatives?

Do you think your beliefs about teaching, student achievement, teaching for social justice, and school reform
changed over the course of the year?

What do you think influenced this change most?
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APPENDIX I: OBSERVATION FIELD NOTE TEMPLATE

Domain: Beliefs on Teaching Practice

Construct:

Belief that students learn in different ways

Construct:

Belief that students learn best through traditional practices

Construct:

Belief in constructivist teaching practices

Construct:

Belief in direct-transmission teaching practices

Domain: Beliefs on Social Justice

Construct:

Belief that students possess strengths from home

Construct:

Belief in high academic & behavioral expectations

Construct:

Belief in basic expectations for disadvantaged students

DOMAIN: Purpose of Schools

Construct:

Schools should prepare students for college
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