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ABSTRACT

Reading proficiency rates for elementary students in the United States are extremely
concerning, especially for students in urlsantexts National Assessnm¢ of Educational
Progress, 2017). Due to accountability pressures aneshagges testing, loywerforming
urban schools often take measures such as narrowing the curriculum (Rentner et al., 2006),
relying on skillsbased instretion (Hollins, 2017; Kohn, 2011), and téstused instruction
(Jennings & Sohn, 2014; Maniates, 2017; Zoch, 201 7a) &ttempt to increase test scores.
Research shows, however, the seeralotional experience of reading is a powerful influence
inach | dés r eadi Centerdoe AdeahcedpStudyrott Teaching and Learning,
2017; Francois, 2013; McLean, Sparapani, Toste, & Connor, 2016; Miller, 2015; Pianta,
Belsky, Vandergrift, Houts, Morrison, & NICHD, 2008This study utilizes narrative
inquiry (Clandinin & Connelly, 2000) to investigate the navigation of sesmadtional
experiences for readers by two urban elementary teachers identified -peHaiming
based on their studeinntng 6Dewaghdeptigpietper@Bé) scor es
equates teducationadBr o n f e n b r e recolegicél Buméandé&v&ldprment theory as
the framework, this study examined the question: What are the behaviors, actions, and beliefs

of high-performing urban elementary teachers in navigating seamiional experiences for



reader s? Findings provide insight about the
navigating sociaemotional reading experiences in their contextualized stories, as well as the

unique driving forces and ecological systarhghat navigation for each teacher.
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CHAPTER 1
AN INTRODUCTION: STCRIES WORTHY OF STUDY

Some of my earliest memories about reading involve adults sitting beside me,
impatiently telling me tdisound it oub or tofjustread the words that are written on the
pageo They became frustrated with me as | stumbled over words, guessed at the written
words, or uttered isolated letter sounds in a desperate attempt to read. | wanted to stop. |
was completely discouraged and viewed reading as a miserable task. Themth&uring
summer after first grade private tutor changed things for me. She energetically pulled me
close on her reading couch, with shoes off, of course, befgnisavant to be comfortable
when you read,and she patiently read with me. She understoaa wyas, she developed a
relationship with me, ansheheld high expectations for me. She used positive words to
encourage me and displayed a constant excitement for reading and for teaching me to read.
Slowly | became a reader and developed a confidévatd hadnever possessed before.

| start with this story because it is my hope that throughout this document you hear
my voice on this topic about which | am so passionate. | want to be very transparent with
you, areader and consumef this narratie inquiry study.l want you to feel like | am
sitting next to you over a cup of coffee, having a conversation with you. | desire that you too
will understand the need to be passionate about this topic if you have not already come to this
conclusion.

Pehaps as a result of those experiences, as an elementary teacher dedicated to urban
schools, | strove to create positive and beneficial reading experiences for my gtudents
experiences that made them feel enjoyment and cared for as readers. Now that my
professional career involves working to prepare elementary teachers, | continue to question
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why | had to depend on this one individual instead of my teachers, and why any child should
be shortichanged of enthusiastic teachers who share their love of readingharprovide
positive interactions to promote joy in reading. Working in many urban elementary schools,
| have too often observed teachers enacting reading instruction void of enjoyment,
connection to students, and authenticity but instead ifagos skils needed to complete a
test. These behaviors, actions, and extending beliefs make me andgeeyfuel my
personal perspective on the need for beneficial secmtional experiences in reading.
The Broader Context: Beyond My Story

While the stoy of my reading tutor reflects what can happen when students who
struggle with reading have positive soaahotional experiences, data about reading
proficiency, particularly students of color who most often attend urban schools (Gadsden &
Dixon-Roméan, 2Q7; National Assessment of Educational Progress, 2017), suggest that too
many students are not receiving such experiences. An enormous number of elementary
students are struggling to read today2017, only 32% of urban fourth grade students read
proficiently, compared to 42% of their suburban and 35% of their rural peers (National
Assessment of Educational Progress, 2017); thus the urgency to shift from my story to the
story of other struggling readers.

It is important to contextualize the low readingfiriency of students of color in
urban schools within the context of the U.S. education system, which was originally founded
in the 1600s on the core values of the White European, mitils, Protestant population
(Pai, Adler, & Shadiow, 2006). Thissulted in a schooling system that normalizes
European, Western ideals and norms of competition, individuality, and achievement
orientation (Howard, 2016; Pai et al., 2006; Paris, 2012). Over the last 400 years, this
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country has become increasingly etlatii, religiously, and soci@conomically diverse, yet
the dominant norms have continued to be reified in our society and schools (Pai et al., 2006).
However, educational policies that impact instruction, assessment, and curriculum are often
made with litle regard to that diversity (Duncakndrade & Morrell, 2008; Heilig, Khalifa,
& Tillman, 2014; Howard, 2016; Irizarry & Welton, 2014). As Heilig et al. (2014) dtate
specifically of No Child Left Behind policiesthe reforms were constructed and enéorc
largely outside of the communities they sought to effect, while purposely ignoring
theéstructur al i s s ueé(p 527n Inrekearchalobut arban scloonling, sy s
such as my study, it is critical to understand the context and dynangiogvef in urban
schools (Gadsden & DixeRoman, 2017; National Assessment of Educational Progress,
2017). If these dynamics are not acknowledged, the domination of Whiteness is perpetuated
by researchers. Bartolome (1994) reiterates this in sayimy, discussion having to do with
the improvement of subordinated studéatsademic standing is incomplete if it does not
address those discriminatory school practices that lead to dehumaniZatibri6).

Urban schooling has been the focus of educationatypgiractice, and research for
many years now. In fact, one factor used today to report data on thedl&eaport Card
(National Assessment of Educational Progress, 2017) is school location, including city,
suburban, town, and rural regions. Unfortehatthe city, or urban, location historically
underperforms when compared to other regions, as reading proficiency in urban contexts has
been lower thathat insuburban and rural schools sirthes data was firsgatheedin 2007
(National Assessment of Educational Progress, 2017). Urban contexts are characterized by
social and cultural wealth, resilience, agency, and racial, cultural, and linguistic diversity
(Gadsden & DixofRoman, 2017; University of Missouri, Kansai$yC2011; Yosso, 2005).
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Urban schools cannot build on studéiisd familie®cultural wealth, resiliency, agency, and
diversity through teacharentric, decontextualized instruction that views literacy as a series
of discrete skillfiassociated with theansmission and mastery of a unitary Western
traditiono (Giroux, 2015, p. 149).
Statement of the Problem: Getting to the Issue

The U.S. educational system haglergonanany changes over the years, including
changes in approaches to hamglinfluxes d immigrants, adjustments in response to war or
societal movements, and initiatives to compete with rival coudihscation systems (Pai et
al., 2006). More recently, imnattempt to raise the bar for studéntsading proficiency in
the United Stategovernmented initiatives such as the Reading First grant program and No
Child Left Behind (NCLB) have been implemented (U.S. Department of Education, 2017).
Following NCLBG implementation in 2002he Every Student Succeeds Act (ESSA) was
signed intdaw in 2015(Every Student Succeeds, 201%s the name suggests, ESSA is a
law that addresses the need for every student in the United States to succeed in the learning
of determined standards. With these initiatives, enforced by White, rtlddie péticians
and leaders (Heilig et al., 2014; Howard, 2016; Pai et al., 2006), camsthigis testing to
monitor the impact of the initiatives and hold school districts, schools, and teachers
accountable for the learning they are providing our studen& Q&partment of Education,
2017). Highstakes assessments, which are yearly tests that intend to hold schools
accountable on the governmegstablished academic standards, are mandated by federal
educational policy and adopted legislation (Heilig et28l14). These assessments are-high
stakes because if adequate performance is not demonstrated, federal sanctions and penalties
are applied (Heilig et al., 2014). Reform in this manigespite being consistently framed
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as social justiceriented, was ddined for failure due to its punitive and paternal approach to
educational reform(Heilig et al., 2014, p527). Notably, such mandates do not call for
teachers to create social and emotional experiences that promote reading proficiency
(National Assessent of Educational Progress, 2017; National Center for Education
Statistics, 2017).

As previously noted, low reading proficiency in urban schools is commonplace:

Urban contexts had only 32% of fourth grade students and 32% of eighth grade students
reading proficiently (National Assessment of Educational Progress, 2017). Due to these low
test scores, teachers in urban schools are under the microscope of district or school
recommendations or mandates measured by continued legislatestdiigh assements

such as those resulting from the No Child Left Behind Act (NCLB) (2002) and now the
Every Child Succeeds Act (ESSA) (2015) (Heilig et al., 2014; Jennings & Sohn, 2014; Kohn
2011; Rentner et al., 2006).

As a result of the NCLB hightakes testingressure, teachers in urban contexts have
attempted to make adjustments to their instruction, in addition to allowing more time for
reading and math instruction (Reer et al., 2006). &spite adjustments, student proficiency
in reading has not changed@ss the board (National Assessment of Educational Progress,
2017). Whahaschanged is that instruction has become more teawraered, rote, and
focused on measures for test preparation. There is a lack oftianasthentic instruction
that incorpoates equitable attention to all students, in all subject areas, for-eowetled
education. For example, a study based on the National Assessment of Educational Progress
shows African American children, who are often overrepresented in urban arebsnorec
likely to be taught with worksheets or workbooks on a daily basis than white students (Kohn,
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2011). Kohn (2011) reaffirmed the notion that urban students of color are receiving an
education that lacks depth and authenticity due to their urbanteshadaetting, eloquently
saying,fiThe rich get richer, while the poor get workshe¢ts 33).

Furthermore, a study in the urban Houston Independent School District (Jennings &
Sohn, 2014), found that teachers focused their instruction on the studeets tb the
proficiency score on prtests, rater than all students. €lstudents with scores higher than
the proficiency score or scores too low to become proficient, in their opinion, demonstrated
limited growth since instruction was not directedheit specific needs. Teachers also gave
more attention to content and questigpes more likely to be on higgtakes tests (Jennings
& Sohn, 2014). Additionally, Hollins (201 8gidthat rote, coddased literacy instruction
being used, where phonicstie prerequisite for reading, hinders the reading growth of
underserved student populations. In fact, teachers in schools not clasdifiredeed of
improvemend by federal authorities were doing 100% more hasactivities than were
schools labeleds needing improvement (Srikantaiah, Zhaagwayhoover, 2008)W. Au
(2011) even compadehe current approach to education in the U.S. to the scientifically
managed strategy for increasing factory production in the 1900s kndWiag@erismo
Currentclassroom practices are influenced by efficiehaged, Taylofike reforms (Heilig
et al., 2014), using hightakes testing in a way that narrows curriculum, focuses on teacher
centered instruction, relies on test drills, and often mandates the ugepaickaged
curricular materialsW. Au, 2011; Center on Education Policy, 2006; Hollins, 2017; Kohn,
2011; Maniates, 2017; Zoch, 2017a). Schools essentially become factory assemBly.lines (
Au, 2011). This kind of schooling is not only failing kids wdre struggling to readt sets

them up for failure in life.



In a 2015 address at Columbia Law School, Deputy Attorney General Sally Quillian
Yates stated,

Ités disturbing but truereading failure is the common thread among many of our

social illd academic failure, delinquency, violence and criméhen a person

cannot read, many of the daily tasks that we take for granted, like reading a job

application, are much harder if not impossibl#hen a person cannot read, they

become frustrated, vulnedatand isolated. (para. 22)
Shewenton to say that 70% of American inmates cannot read above the-fpadé level
(Yates, 2015). Additionally, adult lo¥evel readers often lack the skills needed to read
medical directions or prescription labels d@hdrefore suffer more health issues (Read
AWriteo Adult Literacy Program, 2010). llliteracy in America costs a staggering $240 billion
every year in areas such as welfare, crime, and poverty (Wéateo Adult Literacy
Program, 2010). At the root of thissue for urban students is the power of Whitetineds
founded the U.S. education system and still prevails in the current system. Many urban
schools facéinadequate teaching practices, inadequate funding, poor administrative
decisions, underdevelopedunseling and psychological services as well as curricular
opportunities that are unchallenging for and unrespoasivthe diverse urban students they
serve(Milner & Lomotey, 2014, p. xv). How can educators settle for setting our students up
for theseoutcomes of illiteracy? We must attend to components of reading beyond the
cognitive component, which adjustments of instructional strategies and curriculum have not
improved. Hencehis study focusesn the sociakmotional experience of reading

Although curriculum reading standards and accountability measures do not take
socialemotional experiences into account, extensive research demonstrates the power of
sociatemotional experiences in reading. Carbo (2008)&téResearch indicates that when

student®environmental preferences are met, they are more likely to associate reading with

7



pleasure, to read for longer periods, and, overall, to achieve higher scores inar§adsoy.
There is also research that demonstrates thatdufleving clag®oms function with more
joy (Haberman, 2005) and that positive teaettadent relationships typically lead to
increased academic achievement (Liew, Chen, & Hughes, 2010; Urdan & Schoenfelder,
2006; Zee, Koomen, & Van der Veen, 2013). For instance, $pighes, Wu, and Kwok
(2012) found a significant correlation between increasing teathdent conflict and less
academic growth in a study including 657 diverse first graders with kelevage literacy
skills over a five year period. Additionally, Sla, Lake, Davis, and Macad (2011)
investigated the effectiveness of 97 different programs for struggling readers and found
classroom approaches that incorporated cooperative learning, which leverages social
emotional experiences for learning, to havetpaseffects for low achievers.

Despite concrete evidence attesting to the importance of teafdwlitsation of
sociatemotional experiences (Liew et al., 2010; Urdan & Schoenfelder, 2006; Zee et al.,
2013), a focus on the soci@motional experiencef oeading is lackingand there are no
measures for teachéismplementation of socie@motional practices ianattempt to directly
impact reading proficiency.

Additionally, a majority of the recent research that investigates improved reading
proficiencyfocuses on the cognitive aspects of reading or instructional and curriculum
resources, strategies, and English Language Arts standards (Kohn, 2011; Nash, Hollins, &
Panther, 208; Peck, 2010; TeachingWork9)27; Yatvin, 2000).However, a vital piece of
the puzzle is missing when analyzing what is happening ingegiorming urban
classrooms today: the namstructional role a teacher plays in navigating the social
emotional experience that occurs in classrooms with students reading proficiently (Dudley
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Marling & Lucas, 2009; Routman, 2014; Urdan & Schoenfelder, 2006; Wepner, Strickland,
& Quatroche, 2013).

At the same time, the present literature on samiabtional approaches to reading
instruction focusesnisolated approaches (Francois, 2013; ill13; Keller, Hoy, Goetz, &
Frenzel, 2016; Liew et al., 2010; Peck, 2010; Urdan & Schoenfelder, 2006). Thus, there is a
gap in the literature needing to be filled. Since standardized tests determine the level of
studentéreading proficiency in our country, policymakers and educators at all levels need to
investigate what is going on in the classrooms where marginalized urban sardeatzling
proficiently according to these standardized tests. Determining what adilige more
proficient readers in our urban schools is critical. Thus, studyingdaglorming urban
teachers in reading was my purpose in this study. | specifically investigated the holistic
sociatemotional experiences navigated by teachers in urleamegitary classrooms that
promote reading proficiency. The holistic investigation included a-andge lens of all
sociatemotional elements during the reading block and attempted to understand factors,
influences, and contexts of the teacbeesvigationof these experiences through their lived
and told stories. | propose these findings may reveal insight for increasing reading
proficiency for more urban elementary students in a way that other literature overlooks.

Research Purpose and Question: Takinthe Emotional Pulse

The purpose of this narrative inquiry study was to understand the-eouidiional
experience for readers that higarforming elementary teachers navigate in two urban
classrooms. Gaining a deeper understanding of a téactaigaibn of socialemotional
experiences for readers was accomplished by learning the story of each teacher. To narrow
and strengthen my focus, | limited my inquiry to only two teachers. As a narrative inquirer, |
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entered into the midst of these two teacbstaries allowing me to gather insight about their
behaviors, actions, and beliefs in the school landscape (Caine, Estefan, & Clandinin, 2013;
Clandinin, 2006, 2013. Teacher8stories are shaped by their experiences, knowledge, and
lives (Connelly & Candinin, 1999). Their stories are then made visible in their teaching
practices (Connelly & Clandinin, 1999). Additionally, the stories are influenced by the three
dimensional space of past, present, and future (Clandinin & Connelly, 2000). | make the
teacher8stories known to my readers bgstorying(Clandinin, 2013b), or narratively

sharing, the findings to the following research questiddhapter4:

1 What are the behaviors, actions, and beliefs of-pigtiorming urban elementary

teachers in navigeg socialemotional experiences for readers?

If the United States values testing enough that the teaching implemented in
classrooms, specifically urban classrooms, is significantly changing, then I contend it is
important to understand the type of teéaghoccurring in urban classrooms that are
successful on these tests. This narrative inquiry contributes research that addresses the
problem of urban studeritstruggle with reading proficiency by studying what two high
performing teachers are doing tlcatunteracts this struggle, with a focus on the social
emotional experience. Thus, this study should inform teachers, schools, school districts,
teacher preparations programs, and even governmental policy agencies on the type of social
emotional experiensenavigated in urban classrooms that produce higher than normal
reading scores that may influence the reading experience that other urban teachers navigate,
the manner in which standardized reading tests are utilized, and the type of preparation

offered toteachers.
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Definitions of Terms: Intended Meanings inthis Study

To get on thdisame pageand allow the reader to truly understand this study, the
following definitions of key terms are necessary. Explicitly defining these terms provides
clarity in how these terms were applied in this study, avoiding misinterpretation or false
assumptions.
Actions

This study defines actions as intentional, planiiceings by the teachers. Actions
may include approaches of instruction or management in the reading block, also explained as
fproactive actsin this context. Théeacher typically haa goalin mindfor these planned
out acts
Behaviors

When studying the teachétsehaviors, this refers to-theemoment interactions and
reactions, unlike proactivelglanned actions. Behaviors can be intentional but cannot
always be anticipated or plannied, given the reactionary occurrence. These may include
the way a teacher responds to a student or the body language displayed by the teacher.
Overall, this is the way the teachers conduct themselves towards others in natural, unplanned
ways. Itis imprtant to note that behaviors and actions overlap at times.
Beliefs

The teache@beliefs refer to the internal personal views and perspectives that
teachers possess. For the purpose of this study, | aimed to understand thedtezlwfers
about areasuch as their teaching, their influence, their students, the urban context, and

reading. Attimes, assumptions may be possible to make about a fedehiefs based on
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their behaviors and actiongor this study, beliefs were also directly confirmbrbtgh the
teacher8interviews and reflections.
High-Performing Teachers

Teachers were identified as higkrforming as a result of their students having
higher standardized reading test scores than those students in classrooms of similar contexts
and eemographics. Higiperforming teachers were also recognized by school principals and
the district English Language Arts coordinator as teachers who consistently provide high
guality reading instruction to meet the needs of students.
Minoritized Students or Populations

The termfiminoritized (McCarty, 2002) refers not to simply being a minority but
also to experiencing treatment that signals inferiority. In this study, being a minority could
involve an individuals race, culture, or language that doesatigh with the White,
European, Englisipeaking population. The implicit or explicit treatment, as well as any
stigma or stereotypes these students or populations endure categorizertiaoritized
Reading

In the context of this study, reading is referring to the actual components of literacy,
including reading, writing, listening and speaking, which occur during the reading block in
these two classroom<€ritical literacyalsoplays a significant role indw those four
components of literacy are experienced. Critical literacy recognizes the connection of
language, text, and discourse to power and social order, knéalingxts and practices are
positioned and they work to positiona(ganks, 2017, p. 23. Within the daily schedule of
these classrooms, separate blocks of time are designated for reading and writing. Within the
reading block, there is typically engagement in all areas of literacy in conjunction with
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reading texts. The soctamotional &perience irreadingrefers to the literacy components
that occurs during the reading block filtered through a critical lens.
Socialemotional Experience in Reading

In this study, the soci@motional experience in reading means the way-high
performing eachers are attending to studéstsciatemotional wellbeing in the context of
reading instruction. Research (Bandura, 2001; hooks, 1994; Immofdimgy, 2016; Nieto,
2012) demonstrates that cognitive development cannot be isolated from social andamoti
elements. In fact, Immordirgang (2016), a neuroscientist who studies the bond between
emotions and learning, explakithat learning occurs due to emotions and that thinking is
naturally emotional and cognitive simultaneously. Immoriiamg explanedthat teachers
need to work towards classrooms that promote and support emotions for the select discipline,
including interest, curiosity that prompts sustained participation, and feelings of satisfaction
through achievement.

Ultimately, the sociabmotional weltbeing of a student refers to the feelings a child
has that determines the level in which he or she feels cared for, efficacious, safe, valued, or
worthy. Concepts of setfonfidence and sedsteem (Gay, 2010) are part of a student
sociatemotional wellbeing. The state of a studénsocialemotional welbeing in school is
a product of the interactions with teachers, other students, the environment, resources, and
other components within the classroom context, both physically preseimaliaitly
present within the classroom context. Given this information, the definitisoctdl
emotional experiencedso recognizes that cultural and linguistic connections shape literacy

experiences (Dyson, 2013; Nash, Panther, & Aoardman, 2018
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Urban Schools
While many definitions exist fanrban schoolsl use a definition fourbanin this
study that is adapted from Gadsden & Di®oman (2017), Nash et al. (2016), and
University of Missouri, Kansas City (2011). That definition is as follows:
Urban includes social and geographic contexts characterized by social and cultural
capital resilience, agency, and racial, cultural, and linguistic diversity. In addition,
urban connotes population density, extremes of secmnomic status, mobility, and
immigration, including inequitable conditions around education, housing,
employment, he#thcare, technology, safety, and access to other needed resources.
(Adapted from Gadsden & DixeRoman, 2017; Nash et al., 2016; University of
Missouri, 2011).
In this studyurban schoolsare schools positioned within these urban contexts and are
recognized as spacetresiliencyin an environment of test score pressues structural
inequalities, rather than dim, heartless, and hopeless places that other narratives portray.
Theoretical Framework: Perspectives Driving My Research
Dare | say that | am an emotional or relational type person? No, | do not cry at
Hallmark commercials (I may get a lump in my throat) nor do | want to hug everyone with
whom | come in contact. | do believe wever, that humans have emotional needs, and that
everything we do and learn involves an influential environment that directly or indirectly
involves socialization with other people. My own personal experiences, both in school and
in life, helped develofhis perspective. | am wedlware that the environments | have been a
part of and individuals who have surrounded me, influenced me and continue to influence
me. For example, my personal experience as a young struggling reader, shared in the
opening, infuenced who | am today and drove my desire to conduct this study.
As Dewey (1938, 198 concludel, our experiences lead to learning that shapes us.

He statd, fAll genuine education comes about through experig(i@89, p. 247) and
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fievery experienceves on in further experienae. 248). | believe the same is true for the
high-performing teachers in this study. Their navigation of saabtional experiences for
readers is a product of their past and present environments, their interactions with others, and
who they have becoe as a result of those experiences. Then, the teachers impact the
students, who also develop through their environments and interactions with others,
including their reading experiences. In fact, | concur with literature asserting teachers have
the mosinfluence on their studer@kearning (Gadsden & DixeRoman, 2017; Nye,
Konstantopoulos, & Hedges, 2004; Schlein & Schwarz, 2@il&) was curious abouhe
sociatemotional reading experiences navigated by teachers. The search for what type of
sociatemotional experiences are navigated by fpghHorming teachers spurred this study.
That is the unknown that | desired to kndhe narrative that | aimed to understand.

Although this section is labeled as fiteeoretical framework,this causes teram in
the methodology of narrative inquiry. Maxwell (2013) expaithat the theoretical
framework, or conceptual framework, gives insight about what a researcher thinks is going
on in a phenomenon. He expladthat it iscreatedby the researcher bying pieces from
other theories and concepts together with his or her experiential knowledge (Maxwell, 2013).
However, this notion of theoretical framework conflicts with the approach that narrative
inquirers set out to takdnquirers holdiautobiograhically oriented narrativegClandinin
& Connelly, 2000, p. 41) that elicit responses and reactions to the Tibllyalso hold that
using theory to structure a study in a formalistic manner makes assumptions rather than
letting the stories guide theiwomes. JoAnn Phillior2002, working under the mentorship
of Michael Connelly, a careator of narrative inquiry, published work about this very issue.
Her own personal experiences and learning from theory and literature about culture and the
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multicultural landscape of schools contributed to her fictitious identityisofMulticultural
As Phillion 20032 statedfil had read the expanding and complex literature of
multiculturalism, much of it critical, much of it programmatic, and was excited alsout it
potential to help me think through issues in multicultural educafjwr24). Calling herself
Ms. Multicultural she took on the persona of an individuakaibwing in the area of
multicultural contexts and education. This identityvtsf. Multicultural led Phillion to
assumptions and theory of multicultural classrooms and teaching that did not surface in the
research participant or site as expecheavever. She believed she fouitbe perfect place,
the perfect participant, and the perfect studgnafticultural practice® but after her
multicultural teacher participant, Pam, did not align with what literature framed as good
multicultural teaching, Phillion realize@As the literature fenced in my thinking, | attempted
to fence in Paim(2002,p. 26). Ultimately, she explained the tension of sharing stories the
way they are (guided by theory) rather than the way they are expected to be (filtered through
theory):ACan you imagine my shock when | began to realize that Pam did not follow my
script?0 (2002,p. 26).

To avoid issues like Phillids, in the narrative inquiry method | employed, | utilized
a theoretical framework to investigate the understanding of the teastueigss and the
landscape of this study rather than to make interpretatiotne study as other qualitative
studies use theoretical frameworks. My theoretical framework was comprised of@®ewey
(1938) framework of experience as education and Bronfenbi@nii®76) ecological human
development theory. These two framing cgatseoincide with the need for narrative
inquirers to understand their studi@sward and outward, backward and forwa(@landinin
& Connelly, 2000, p. 50) through interaction, continuity, and situation (Clandinin &

16



Connelly, 2000). This study aimedcapturing an understanding of the experiences through
an ecological approach, which ultimately waandin hand with narrative inquiryThe
ecological human development theory prompted my literature review and research methods
to gain a deep, yet widenderstanding of the teachéstories and experiences. There was a
graceful intertwining of narrative inquiry, experience, and edoibdnuman development
theory.
Experience

Dewe\s work is the backdrop for narrative inquiry (Clandinin & Connelly, 32000
major view held by Dewey (1938) was that ideeducation. Life is filled with experiences
that teach and prompt revelations, so therefore experience is education. Dewey believed that
educational research should be the study of experience. tEneaaving of life, experience,
and education prevents us from teasing one away from the othevgenitten to say thatfall
genuine education comes about through experigipc47) but all experiences are not
necessarily equally educative. Sometimgseeiences are misducative, disconnected, or
ill-producing. The quality of education depends on the quality of the experience. Therefore,
experience needs to be considered when determining sotg#etr, methods of instruction
and disciplinematerials, and social frameworks in a school. Also, all experiences live on in
future experiences. These beliefs and philosophical views held by Dewey fostered the
development of narrative inquiry. As Clandinin and Connelly (2000), the founding fathers
narrative inquiry, developed the methodology, the nature of experience was a cornerstone in
their inquiries. Narrative inquiry endeavors to understand experience and was originally
designed to make meaning of children, learning, teachers, and classrobhenmethodology
adopted Dewd notions of experience being personal and social, as well as contextualized
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in the past, present, and future. Hence, with the desire to understand the dstmtiessthe
narrative inquiry methodology was adopted #meltheoretical concept of experience runs as
the lifeline in this study.
Ecological Human Development Theory

Bronfenbrennds work on the ecology of human development is grounded in claims
that humans develop as part of an ecological system (Broefamdn;, 1976, 1977). This
perspective also aligns with Vygotskysociocultural theory (1986) that assumes that
individuals develop in a way that cannot be pulled away from their social and cultural
contextsand they develop cognitively through their papation in sociocultural activities
(Rogoff, 2003). Bronfenbrenner explatithat there are multiple systems, also thought of as
settings or contexts, in which an individual functions. These systems range from immediate
direct contexts to secondary irett context. As represented by Bronfenbrenner, the systems
are nested within each othand the individual is at the center. Thus, as connected to
Dewe\ds (1938) theory of experience as education, the experiences within all of these
systems develop drprovide learning experiences for the individual intentionally and
unintentionally. The systems include thero-system, mesgystem, exesystem, macro
system, and chrorgystem.

Micro -system. The sphere closest to the individual is thiero-systemwhich
includes the specific personal settimfsn individual. Setting refers to a place such as
home, school, work, church, and so on. Within these settings, an individual holds a role and
participates in some type of activity for a set period of tiatlecontributing to the

development occurring in this miegystem (Bronfenbrenner, 1976).
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Meso-system. Themesesystems simply the interactions between all the elements
within the micresystem. The compiled and connected interactions that ocouedaeall
micro-systems include the dynamics of role, activity, and time for each. The encompassed
alignment, tension, or conflict between these dynamics create thesystem
(Bronfenbrenner, 1976).

Exo-system. Beyond the messystem is thexosysten that includes social
structures that influence the major settings of the individual. These social structures are both
formal and informal, including structures such as government, the economy, educational
institutions, religious institutions, neighboidds, informal social networks, or the media
(Bronfenbrenner, 1976).

Macro-system. Themacraosystenis the sphere that involves overall culture of
fieconomic, social, educational, legal, and political sysbéBronfenbrenner, 1976. 6.

The concretestructures of the other systems are established in the 1system which
comprises elements of customs, norms, and ideology.

Chrono-system. The alkencompassing sphere is ttfgonosystenthat is
recognized to impact each of the other systems. syisiem was not in Bronfenbrenéser
original theory but through reflective practice, Bronfenbrenner adjusted the original theory to
include the chrongystem (Leonard, 2011). This addition emphadiitest historical events
and situations impact developnmefiTudge, Mokrova, Hatfield, & Karnik, 2009, p. 205) and
that nested systems are situated in time and can change over the course of time (Leonard,
2011).

As Patton (2015) explaad, fioften the answer to why people do what they do is
found not just withm the individual but, rather, within the systems of which they are a part:
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social, family, organizational, community, religious, political, and economic sysi{@m3).
Obviously, Patton agréevith Bronfenbrennes theoretical ideas. Bronfenbrenisefl976)
understanding of human development cannot bergg in educational settings.

Ecological theories of human development are important for understanding the
development of urban students if there is a desire to improve their education and
developmentBack, Polk, Keys, & McMahon, 2016; Bronfenbrenner, 1976; Fletcher,
Grimley, Greenwood, & Parkhill, 2013; Lee, 2017). For instance, a recent study by Back
and colleagues (2016) investigated different areas of the school environment with an
ecological persgctive in order to understand impacts on students in urban high schools.
These researchers identified the classroom and its management as the microsystem, the
interactions and relationships between school staff, teachers, and principals as the
mesosystengnd the resources, knowledge, and behéfsutthe educational setting,
specifically the schoé climate, as the macrosystem. All elements they studied, including
classroom management, staff relations, and school climate, were statistically sigatficant
p < .05 as predictors fatandardized ACT performance.

A study by Leonard (2011) also utilized Bronfenbre@mercological theory to
understand student development and school improvement. Recognizing students as part of
an ecological system, where experience and relationships matter, Leonard studied community
partnerships as part of the system influencing treretbpment. By looking at each system
in the ecological model, there was deeper understanding about student development and
school improvement over decades of varying relationships with community partners. These
findings strongly suggest that being atdeinderstand the influences of ecological spheres of
urban students in terms of the school environment can support the improvement of education.
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Ecological theories of human development are also useful for examining teacher
development (Gutiérrez & Peeli 2014; Lee, 2017; Maring & Koblinsky, 2013). For
example, Maring and Koblinsky (2013) analyzed the needs of 20 middle school teachers
from three urban schools in communities that &gperienced high levels of violence.

Analysis reviewed multiple leV®as needed in an ecological approach. Througlejpth

interviews with these teachers, researchers identified spheres of support individually, with
family and friends, within the school, and through the community. Specifically, in these
different systens, they were able to find themes in the challenges the teachers faced, the
coping strategies teachers used, and the needed support teachers identified. Findings such as
these provide insight and guidance on how to prepare teachers, improve teachers
effectiveness, and support teachers in-ttaglay struggles. In turn, these teachers are within
studentéecological systems, influencing their studéudlisvelopment and learning.

In this study, | explicitly used ecological human development theory to uadérs
the schools and teachers through an ecological perspective as well as understand teachers as
part of the ecological system of studémtsvelopment. In this way, there was an
understanding of the teach@ssories, which in turn impact the studdgtories. Tle entire
studyis based on this concept acknowledge that teachers are influenced by students but for
this study, | specifically attend to the impact and influence the teacher has on the students.
Many factors in the ecological systems nrapact the practices of urban elementary
teacher8navigation of the socisg@motional experiences of readjmgcluding the U.S.
education system, urban schools and leadership, reading in urban elementary classrooms,

teacher as curriculum, and the teaehavigated sociaémotiondreading experienceThis
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is represented in Figure 1.1, utilizing dotted lines from system to system to demonstrate the

fluidity of influences across systems and contexts.

U.S. Education

Urban Schools and
Leadership

.-~ Reading in Urban -.
Elementary
Classrooms

Teacher as
Curriculum

Teacher-
Navigated
Social-Emotional
Reading
Experience

Student
Reader

Figure 1.1 Theoretical FrameworlA Visual to WorkThrough
This study is nested within the context of multiple influential spheres. As previously
explained, narrative inquiry methodology calls for the inquirer to understand the stories
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finward and outward, backward and forw@a(€landinin & Connelly, 2000, p. 50)To gain
a deep understanding of this specific study and what was being examined, it is critical to peel
back the layers of this complex setting to review what is imbedded in each of these layers.
The layers describedill work from outermost to innermost, slowly closing in on the exact
issue studied without removing it from its context. Those layers includite(&).S.
educational system, (b) urban schools and leadership, (c) reading in urban elementary
classrooms(d) teacher as curriculum, and (e) the teactatigation sociaemotional
experience during reading. | invite the reader to notice how all of the spheres that encompass
the teachds navigation of socia@motional experiences in reading are collectivelgtered
upon the student reader. Ultimately, this centering emphasizes the role and responsibility of
the teacher within all these other spheres in navigating stddeating experiences (Bean,
2013; DudleyMarling & Lucas, 2009; Fisher, Aguirre, & &y, 2013; Haberman, 2005).
The topics included in this concept map are discussed in the literature re@éagter2 to
understand thpossibleinfluences of each sphere thre two teacher participants.
Significance: Finding Answers for Others

A deepinvestigation of higkperforming urban elementary reading teachers, using
narrative inquiry, allows interested and invested individuals to see the role of teachers in
classrooms where students experience success in reading. As Howard and Milner (2014)
expained,

What teachers know and believe impact whd2Rstudents have the opportunity to

l earn in school éand i nfl ueénheesgicuwhand happe

instructional decisions teachers make, how they interact with students, how they
managedhe classroom, and how they assess studkzaisiing and progress (p. 211)

23



This emphasizes that teachers have a choice in the experiences they navigate for students
(Gadsder& Dixon-Roman, 2017; Wepner et al., 201Berefore looking at the choices e
two urban teachers make within the reading block may encourage other teachers to navigate
successful reading in their own students. Additionally, the understanding gained from this
study should influence administrative or policy decisions in termsachier expectations or
teacher professional development. Teacher preparation programs can also benefit from the
results in determining concepts that are beneficial in preparing future teachers. There is an
ongoing search for what qualifies as qualitycteag (Fenstermacher & Richardson, 2005),
core practices (Forzani, 2014; Hollins, 2017), or Hegrerage practices (Cohen, 2015; Hlas
& Hlas, 2012; Nash et al., 2016; TeachingWorks, 2017) to determine what needs to be
included in teacher education and elepment. Findings about the soeghotional
experiences of successful reading are significant in those considerations.

Current research lacks attention to the holistic sariabtional experiences of
reading. While there are isolated studies in aseah as teachestudent relationships
(Haberman, 2005; Liew et al., 2010&»nnor, Cappella, McCormick, & McClowry, 2014;
Urdan & Schoenfelder, 2006), culturally responsive pedagogy (Gay, 2010), culturally
relevant pedagogy (Ladsdsillings, 199%), culturally sustaining pedagogy (Paris, 2012),
collaborative and social interactions in reading (Slavin et al., 2011; Urdan & Schoenfelder,
2006), and teacher enthusiasm (Applegate et al., 2014; Cecil, 1987; Gambrell, 1996),
inclusive research of the whateciatemotional picture during reading, specifically in urban
elementary classrooms, is missing. Understanding the teéstaiss related to this topic in
these higkperforming urban elementary classrooms fills this void. My study focuses on
adding b and expanding on the literature regarding the seontional experience of
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reading for teachers to implement with urban elementary students for increased reading
proficiency. As Milner and Lomotey (2014) stdtéWe have spent too little time
highlighting strategies that have been shown to be effective in urban sefmotsiii). This

study is one of many needed to change this reality.
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CHAPTER 2
REVIEW OF RELATED RESEARCH: PEELING BACKTHE LAYERS

Chapter 1 highlighted the multiple spheres thfiitence the narratives of the teachers
| lived alongside in this study. Peeling back the layers in these spheres provides a deep
understanding in this specific study. As stated in Chapter 1, the layers of literature describe
work from outermost to innerost, slowly closing in on the exact phenomenon studied
without removing it from its context. Those layers include: (a) the U.S. educational system,
(b) urban schools and leadership, (c) reading in urban elementary classrooms, (d) teacher as
curriculum, ad (e) the teacharavigated sociaémotional reading experience.

With all that said a literature review for a narrative inquiry study has the same
tension as it has with a theoretical framework. Relying on a literature review can narrow an
inquirerés focus by looking specifically for what previous literature concluded instead of
striving to understand the story for what it is. Clandinin and Connelly (2000), the inquirers
who initiated narrative inquiry, even support dissertations without literatuweliapters.
Instead, literature can weave throughout the research repopporsthe practice of inquiry.

The participants in this study had, and will always have, their own stories to share.
Those stories sometimes aligned with current literatutleostmer times did not align.
Becausénigh-performing urban teachers teach in schools contextualized within a larger
history of colonialism and White dominance (Howard, 2016) and carry out their careers in
settings and under circumstances thmatumiquefrom other teachers, it was crucial to
understand the context before conducting research in these spaces. Urban settings are
different than other settings, just like urban schools are different than other schools, which is
thoroughly explaineth this chater. Without knowing the context, it is difficult to
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understand different perspectives. By understanding the context, a narrative inquirer has the
ability to explore the study with a wiesngle lenspbtaining the big picture as well as the
explicit staies, rather than isolated snapshots that produce lingering questions or
misinterpretation. My ultimate goal is to share the stories of these two teédabgitation
of sociatemotional experiences in reading, which both aligned and conflicted with the
findings of researchers who have come before me.

Additionally, while I include a review of literature, |1 do 8enderstanding life stories
and stories to live by requires an attentiveness and wakefoli@sseet al., 2013, p.581).
| tuned in to detdias | was observing the teach@s®rds, interactions, and body language. |
watched for reactions and responses, facial expressions, and silences. | focused on what was
present and what was absent. So, even though | include literature that teksaaftres
findings and concluded recommendations, every study is different. In my study, | attempted
to be attentive and wakeful to what was in front of me, in addition to being informed by the
literature.

The U.S. Educational System

The educational system our country is a historical tapestry that has a story of its
own. The story includes changes that influence the color, pattern, or focal point of the
tapestry, as well as many facets retained over time, giving the tapestry a wornsibroken
backdrop. My point in the following section is not to provide a lengttistory lesson of the
school system in the U.S., but to provide an overview of schooling in the U.S. since its
inception, to gain an overarching context for this study. To really understasities in
my research, an understanding of where the educational system has been, where it is today,
and where it seems to be going is necessary. The understanding of past, present, and future
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gives insight and continuity in the thrdenensional spacef this narrative inquiry

(Clandinin & Connelly, 2000). The threkmensional space, which includeseraction
between personal and social conditiamtinuityof past, present, and future, and finally,
circumstantiakituation recognizes that storiese dynamicthey have always been in
motion and will continue to be in motion. Thrdenensional space is further discussed in
Chapter 3.The U.S. educational system possesses these dimensions within its story and
influences the dimensions of my teacparticipantéstories.

The natiods schooling system was originally formed in the 1600s by the Anglo
American population (Pai et al., 2006) settling in a new location. THmsedersas Gary
Howard (2016) refers to them, revolted from the classiperiority of England and desired
to establish a new society of equality. This Protestant group viewed the schools they started
as a means for Americanization (Pai et al., 2006), where they could live with and regenerate
equality and freedom in this ndand. The system was founded on their core values which
Spindler (1963) noted to be: (1) Puritan morality, (2) wsukcess ethic, (3) individualism,

(4) achievement orientation, and (5) futtirae orientation (as cited in Pai et al., 2006,

p.24). Thraugh these core values, concepts such as respectability, delayed gratification, the
need for individuals to work hard in order to become successful, and always striving for a
better tomorrow, were foundational in these schools and in the expectationstofiras.

As it turns out, however, the new society founded on equality ended up being another
hegemonic system where the illusion of Americanization became mliwi@nated

colonization (Howard, 2016).

Colonialismis when one population aims to dommatdifferent geographical area,
including all of the resources, for benefit in the dominating power (Gandhi, 1998). As Patel
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(2016) statd, colonialism isiabout the stratification of beingness to serve accumulation of
material and landl(p. 7). From thevery beginning, this group was resttlinginto a new

land but wagolonizingthis land that already had inhabitants. White dominance controlled
Indigenous children in schools as well. To colonize these children, they were removed from
their homes andere required to attend boarding school. Boarding schools were often far
away from the childreis families and had the goal of civilization (Reyhner & Singh, 2010).
Families did not see their children for years, punishment was harsh, and the curriaslum w
created for White benefits, training the children for labor and servitude (Howard, 2016). Not
only did they exhibit dominance over the Indigenous people groups, or American Indians,
Blacks were enslaved and land was taken from Mexico (Howard, 20h@e sDffering

from hegemonic foundations, the Founders were now establishing a hegemonic system fr
which they could benéefit.

With immigration increasing and different cultures pouring into the United States
from Southern, Central, and Eastern Européénlate 1800s and early 1900s, schools stood
firm in colonizing diverse students, even though this conflicted with the democratic society it
claimed to be (Pai et al., 2006). Colonizing continued through later immigration from places
including Mexico, Lain America, and Asia (Olneck, 2004). Other historical factors and
events taking place through the 1970s, such as war, the space race, mandated desegregation,
the Civil Rights Movement, and attempts to fight the war on poverty (Gutierrez & Rogoff,
2003), lad impacts on the educational system, but Eurocratic foundations still persisted (Pai
et al., 2006). Thé@melting pob concept that set out to combine such diverse peoples to gain
a new national identity instead ended in a pot requiring everyone tontoedt White,

European identity. As Alim and Paris (2017) codihiSo-called educationaintegratiord
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has always framed success in terms of a unidirectional assimilation into whotgme3s
rather than any sort of blending.

The students in Americasthools were expected to conform to these norms
academically and socially. Dominant norms challenged the often different values of the
minoritized students. As Paris (2012) stated:

The dominant language, literacy, and cultural practices demanded by f&thioo

line with White, middleclass norms and positioned languages and literacies that fell

outside those norms as ldbsn and unworthy of a place in U.S. schools and society.

Simply put, the goal of deficit approaches was to eradicate the linglitstiate, and

cultural practices many students of color brought from their homes and communities

and to replace them with what were viewed as superior praqiicés3)

Throughouthelate 1900s and into the 2000s, hoee education leaders recognized
theneed for multicultural educatian orderto compete in educating the diverse U.S.
students at the level that other countries were educating their students. In 1990 in the U.S.,
the student population of color was 3@%d continued to increase to 40% by 2002 (National
Center for Educational Statistics, 2003). With increased diversity and cultural groups taking
a stand for voice, education, and power (Lee & Slaugh&doe, 2004; Olneck, 2004), there
was no choice otlehan to acknowledge the diversity and make this shift to multicultural
education to reinforce democratic pluralism (Howard, 2016), although some would argue this
was not the case and still is not the case (Delpit, 2012; Hollins, 2012; Irizarry & Welton,
2014). The reality of school curriculum, schooling practices, and educational outcomes
make it difficult to claim the U.S. fully grasps this approach.

In an attempt to understagdr o wyltgrauniqueness ani increase student

learning educators kgan to utilize what was called théference approac{Paris, 2012) or

cultural styles approachGutiérrez and Rogoff (2003) defined these approaches as
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ficharacterizing cultural ways of different groups in terms that are respectful, attempting to
descrile them without making value judgments that suggest value hierarchies in cultural
practices (p. 19) This included characterizing behaviors, communication patterns, and
learning styles of different cultural groups. As Paris (2012) exgdiaimowever fithe goal
here was to bridge toward the dominant with little attention to maintaining the heritage and
community practices of students and famdigs 94). Influenced by grassroots efforts at the
local level, many reforms were initiated both at the statereational level imnattempt to
improve schools and raise the bar for all. Legislation that required services for students with
limited English proficiency (Bilingual Education Act, 1968), charter schools, school
vouchers, and federal goals for the eation system (Pai et al., 2006) were just a few of
these initiatives that attempted improvement.

One of the most influential attempts to improve the U.S. school system was the No
Child Left Behind (NCLB) act that was signed into law in 2002. Mandatesdcher
gualification, testing, and yearly academic progress for students were all embedded into this
law as a means for accountability. While this act aimed to guarantee all shydefittency
in reading and math, regardless of socioeconomic staites, or ethnicity, the reform failed
to do this (Dutro & Selland, 2012; Kohn, 2011; Pai et al, 2006). According to Zhao (2018),
ANCLB caused massive damage to American education. It did little to solve the problems as
intended and forever changed thedacape ofhe spirit of American education, for the
worse (p. 2). Some schools continued to achieve, while other schools continued to struggle.
Some schools were restructured within districts or entire teaching staffs were moved from
school to school hen adequate yearly progress was not met. The focus had been set on
using highstakes tests to drive school and student performance.
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These reform efforts of holding schools accountable to academic standards through
high-stakes testing perpetuate colatian. The dominating White decisiomakers of the
nation hold the power gidefining, controlling, and regulating knowledggeilig et al,

2014, p. 530). The goal of narrowing the measure of knowledge in this way is to standardize
learning for all stdents under terms set by the dominant group; the education sgtem
functioning under hegemonic practicess (and is) once again enforcing White dominance
over all others in the country (Heilg al.,2014; Howard, 2016). As Coffee, Stutelberg,
Clements, and Lensmire (2017) expkinschools, classrooms, and teachers function under
the White gaze. They stat@d)Vithin this gaze lies the power and authority related to
normalization and control regarding patriarchal capitalism, knowledge, andisexul

key components of the historical construction of race in the United &(atefee et al.,

2017, p. 52). Ultimately, this gaze works to perpetuate the historical foundations of the
middle-class White educational system. As a result, schooliogrbe commodified,
corporatizedand privatized.

With a continued focus ostandardizinghe educational experience for all students in
the United States in this colonizing manner, the National Governors Association (NGA) and
the Council Chief State School Officers (CCSSO) worked from 202010 to develop the
Common Core Standards for @ik and career readiness grade by grade (Common Core
Standards Initiative, 2018). NGA and CCSBaunched this effort to ensure all students,
regardless of where they live, are graduating high school prepared for college, career, and
lifeo (para. 1). Thetandards were released in 2040d states engaged in their own
reviewing process to determine whether to adopt the standards as a state or not. Currently,
41 states have adopted the Common Core Standards. Then in 2015, another federal law, the
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Every Sudent Succeeds Act (ESSA), was created to replace NCLB. With claims to give
more authority back to the state governments and to focus less on testing, we are currently in
the midst of determining how the U.S. education system will be impacted. Zh&) (201
warred, iWithout seriously considering the side effects of NCLB, the ESSA undoubtedly
will have results similar to those of NCbBp. 23). In a 2017 analysis of three different
reports through the Center on Education Policy (2017), the overall thesrthavdaeachers
and district leaders believe the move to more rigorous standards has been mostly positive for
studentécollege and career readingat guaranteeing that all students achieve these
standards has been challenging. The consensus wasdamatith time is spent taking tests
(Center on Education Policy, 2017). So, here we stand with an education system focused on
standardizationor actuallycolonization and highstakes testing, continuing to stand firm in
the Eurocratic norms that foundtgk system over 300 years ago.
Urban Schools and Leadership

Zooming in further to the urban schools that are a part of the greater U.S. educational
system, Gadsden and Dix@&toman (2017) poieidout that the ternfiurbardis rarely
neutral. The widespreddrm can reference the issues of poverty, hardship, crime, and harsh
circumstance. Nieto (2014) explamithatfipoverty and its attendant ilsinadequate
housing, lack of proper nutrition and medical care, pabguittessness, and a pervasive
sense of hpelessness, not to mention persistent racism and n@gleetpart of the larger
context in which schools ex&(p. 14). Researchers and teachers claim that despite the
realities of urban contexts, there is a need to realize that these coded meanibgs chn
increase the marginalization or even compound any risk for the students and their families.
As LadsonBillings (2017)said theficulture of povertg view assumes that those living in
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these settings arso dysfunctional that they do not know htmoperate in mainstream
society (p. 81).

The realities of urban schools cannot be understood without the previously discussed
context of the U.S. educational system, as well as the U.S. political system and society.
Highlighting the words of Jean Any¢A014),

Low-achieving urban schools are not primarily a consequence of failed education
policy, urban family dynamics, underprepared teachers, or too few tests

mainstream analysts and public policies typically imply. Failing public schools in
cities ae, rather, a logical consequence of the U.S. political ecodcenyg the

federal and regional policies and practices that support it. Teachers, principals, and
urban students are not the culgiitas reform policies that target high stakes testing,
educatorquality, and the control of youth assume. Rather, an unjust economy and the
policies through which it is maintained create barriers to educational success that no
teacher or principal practice, no standardized test, affidaro tolerano&policy can
sumount for long. (p. 5)

In the following sectiog dtention is given to specific dynamics within urban schools that set
them apart from other schools.
Structural Inequalities

DuncanAndrade and Morrell (2008) paadthe perfect picture of how structlira
inequalities impact urban schools:

Let us begin by rethinking the position that urban schools are failing. Given the
overwhelming body of evidence that reveals decades of funding and structural

inequalities between schools in higind lowincomec o mmuni t i eséi t i s i
compare schools across these communities and then decry urban schools as failures.
When one set of schools is given the resources necessary to succeed and another

group of schools is not, we have predetermined winners ardsloIn this scenario,
failure is not actwually the result of f ai
producing academic failure at alarming rates; at the same time, they are doing this

inside a systematic structural design that essentially predet=rteir failure.

Urban schools are not broken; they are doing exactly what they are designed to do.

(p-1)
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Structural inequalities in urban schools are gueisent. Urban areas, characterized
by population density, extremes of socioeconomic statusilitgpand immigration,
experience inequitable education, housing, employment, healthcare, technology, and safety
(University of Missouri, Kansas City, 2011). These are inequalities that come from
functioning in a system that favors the dominant cultreugh economic, political, and
social structures (Anyon, 2014; DuneAndrade & Morrell, 2008). As a result of these
structures, urban schools suffer all the way down to the resources that are used and the
teachers standing at the front of classrooms.

Economy and politics The relationship between the U.S. economy and the U.S.
educational system, specifically urban education, is undeniably fused. Unemployment, low
paying jobs, poor housing, and other undesired realities are often viewed as rgsudts of
performance in school (Anyon, 2014; Anyon & Greene, 2007; Gadsden & {Rzoran,

2017). However, students who live with unemployed or minirqadligl parents or in
inadequate housing are commonly victims of public policies that prevent the escape of
poverty (Anyon, 2014; Anyon & Greene, 20@adsden & DixorRoman, 2017).

Additionally, getting a better education or going to college to get out of poverty is no

always guaranteed or possibhencethis belief iscalled themyth of meritocracyMclintosh,

2004; Milner, 20122013). First, many lovincome students do not attend college due to

lack of funds or other supports needed to complete degrees (Anyon, 2014; Anyon & Greene,
2007). Even if a student is able to go to college, it may not make eeddte In fact, of the

Black students who enrelliin a fouryear institution in 2010, only 39.7% graduated, even

after six years (National Center for Education Statistics, 2018). Only 54.4% of Hispanic
students graduated. Anyon (2014) additionally femliout that53% of college graduates
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were unemployed or underemployed in 2011. To compound the issue, there is a significant
job shortage. While millions of jobs are needed to fulfill the shortage, a majority of the jobs
available are povertwage jobgAnyon, 2014; Anyon & Greene, 2007). Race

discrimination is also present in our current economy, working against poor people of color
(Anyon, 2014; Anyon & Greene, 2007).

Additionally, economic policies and structures define urban education. Theustruct
for school funding results in less funding for urban, poor schools. In the United States,
districts serving the largest number of students of color receive $1,100 less per student from
state and local governments than districts not serving highlyritibeal studentsHall &
Ushomirsky, 2010 Without necessary funds, the perpetual cycle of poverty continues.
Resources are lacking, teachers leave, and the quality of education suffers (Hollins, 2012;
Nieto, 2014). This cycle describes the social rdpotion theorywhich claims the structures
of society keeps the social class consistent for its members. Moving between mjgsie
, and lowerclass systems is extremely difficult given the economic structures and policies in
place. Additionally, afrizarry and Welton (2014) poiatout, iBecause class and race are
interrelated variablés people of color are overrepresented in the lower socioeconomic
strat@® social reproduction takes on a racial as well as economiatgnd47). Ironically,
peopleof color are underrepresented in the political system, making economic and political
change difficult. For instance, with about 13% of the U.S. population being Latinx and about
20% of U.S. students being Latinx, less than 2% of the elected officialagrddcisions in
our country are Latinx (Irizarry & Welton, 2014). Numbers are just as concerning for other
minoritized groups. Bottom lind:he economy and politics play a significant role in the
definition of urban education.
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Resources.Perpupil spending for urban schools is at the lower end of the U.S.
public school range (Darlinglammond, 2007). Jean Anyon (20ivpte extensively about
the resources, or lack of resources, urban education receives. With districts serving the
largest numer of students of color receiving $1,100 less per student from state and local
governments than other districtdg]l & Ushomirsky, 201]) as explained earlier, this leads
to subpar resources in comparison to other schools. Adequate school facilitkss amnao
technology are common disparities between urban education and education elsewhere
(Anyon, 2014; Dolph, 2017). Another dilemriaften facing urban schools is old buiids
and infrastructure in poor repaifDolph, 2017, p. 368). Air quality, ligimg, leaks, heating
and cooling systems, security systems, and fire safety are often compromised in urban
schools (Dolph, 2017).

Despite challenges with financial resources, Hollins (2012) disgissean and
material resources that are not always recagl in urban schools. She highligtit
resources in urban communities that include organizations, elected representatives, and
parents. Community organizations are often founded to improve social, igstugshools
lack partnership with these organipafs to leverage resources or programs to bolster school
and academic improvement (Hollins, 2012). Likewise, Hollins exgtHimat elected
representatives and parents are not embraced as resources for enhancing urban schools.
Community organizations, gernment officials, and parents are all resources urban schools
have access tand collaboration with these resouréean enable teachers, parents, and
students to work together to enrich the school curriculum, to createcextieular activities
thatare more meaningful for students, and to develop a more democratic and participatory
governance structure for the schin@fiollins, 2012, p. 9).
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Teachers. Research demonstrates that schools with minoritized;gogbrty
student populations commonly fetemporarilycertified teachers, teachers who are not
certified in the area in which they are teaching, and teachers with limited experience
(LadsonBillings, 201®&; Rahman, Fox, lkoma, & Gray, 2017). In fact, more new teachers
are hired in city schoolsith more students of poverty and diversity than in other locations
(National Center for Education Statistics, 2019; Rahman et al., 2017). Additionally, teachers
in schools with more students of color and students living in poverty are also absent more
often than in other schools (Hollins, 2012).

Urban schools also face the issue of teacher attrition. Teacher attrition, or turnover,
can negatively contribute to a sch@otapacity to meet diverse studémseds. From year
to year, urban schools face increased teacher attrition. In fact, in Chicago Public Schools, it
is typical for a school to lose more than half of their teachers every five years (Allensworth,
Ponisciak, & Mazzeo, 2009). There are nphiidentified reasons for teacher turnqver
including teachers seeing urban, tp@rforming schools as extra work (Le Floch, Garcia, &
Barbour, 2016), pressures of reforms (Crow & Scribner, 2014), and afldekirable
working conditions (Allenswortktal.,2009; TNTP, 2012). In their research in Chicago
Public Schools, Allensworth, Ponisciak, and Mazzeo (2009) fédasirable working
condition® to includefifostering a collegial and trusting, tedrased, and supportive school
culture; promoting ethal behavior; encouraging data use; and creating strong lines of
communication (p. 4). Regardless of the reasons for teacher attrition, there are also
consequences of teacher attrition. When teachers leave there is an obvious lack of
consistency for sclod staff and students. Schools and their leaders struggle to create
organizational trust and create climates and cultures that foster community (Crow &
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Scribner, 2014). With high rates of teacher attrition, urban schools are at a disadvantage to
consistatly meet the studeriiseeds. The lack of consecutive years for teachers to get to
know and build relationships with colleagues and students causes urban students to suffer.
Student andTeacher Demographics

Within urban public schools across the Unigdtes, the student population consists
of 20.7% White, 41.4% Hispanic, and 26.5% Black (National Center for Education Statistics,
2017). Additionally, Bohrnstedt, Kitmitto, Ogut, Sherman, and Chan (2015) found that 67%
of all Ahigh density schools, sabols having 6L00% Black students, were located in cities,
with smaller proportions in suburbs, towns, and rural areas. Specifically in the Midwest,
84% of the high density schools are in cities. These numbers demonstrate a significant
population of miwrity students in comparison to rural and suburban schools. Statistics show
that 54.9% of public schools in these large urban cities have over 75% of their students
qualify for free and reducegriced lunch (National Center for Education Statistics, 2017)
Needless to say, urban schools are serving large numbers gfdvigty students of color,
and this alone provides further context of urban schools in our U.S. education sigsiean.
gender, culture, immigrant status, and poverty are very relevaant attending to urban
contexts, schools, or schooling (Gadsen & Diwman, 2017). The clash of norms and
values between minoritized students and those of the White population presents clear
challenges.

The differences in culture between urban scheathers and their students is another
element to consider. Research shows that a majority of urban public school teachers are
middle-class, White females, which does not reflect the cultural demographics of the students
(National Center for Education Stiics, 2017). In fact, schools in urban settings admit to
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having difficulties in handling the diversity of students in aligning studéautsilies and
communities with the learning and test performance expectations of the school, school
personnel, and akeholders (Gadsden & DixdRoman, 2017). Without cultural
commonalities, researchers claim there is a risk that teachers will not understand the culture
of their students which is so critical in effective teaching (Pai et al, 2006). In fact, a common
result is teachers taking a deficit view of their students based on the stihgpiistic,
cultural, and socioeconomic diversity that does not align with the dominant culture (Budley
Marling & Lucas, 2009). Rather than viewing these differences as &s$etidd on, urban
teachers often view these as deficiencies to be fixed.
The Impact of High-stakesTesting
The value the U.S. educational system places ondtajtes testing uniquely impacts
urban schools due to their historically common underperformance on these tests in
comparison to other schools. Required Fatgikes testing, with penalties if adequatarlye
progress is not made, has produced an environment tpeoferming urban schools that is
not conducive to teaching and learning. In fact, lauwch asNo Child Left Behind that rely
on highstakes testing have led to overt cheating, corruption alftgydeaching and learning
that narrows the curriculum, a focus on hagthieving students, and outcomes that are
concerning for some students such as increased dropouts (Au & Gourd, 2013; Berliner, 2011;
Dutro & Selland, 2012; Zhao, 2018). As Au and @b{2013) state,
On the whole we know that higgtakes testing is controlling both what and how
subjects are taught: untested subjects are being reduced in the curriculum and teachers

nationwide are also moving toward more teaatesttered, lecturbasedpedagogies
that encourage rote learning in response to the pressures of the tests. (p. 17)
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Teachers feel constrained in their teaching of rich learning experiences. Worksheets, rote
practice, and memorization are relied on in these urban classrooms @0dii; Zhao,
2018). Thesétestbased changes in classroom instruction negatively affeetvhde
students disproportionately and pressures of-btgkes standardized testing are greatest in
states with high populations of students from-ioaome fanilies and students of colofAu
& Gourd, 2013, p. 17). Dr. Martin Haberman coined the philsdagogy of povertto
name this unfortunate teaching that occurs for urban students (Haberman, 2005). According
to Au and GourdfiHigh-stakes tests are asiei. They are rooted in racism and classism
(2013,p. 18). In education, Whiteness is a framework under which schools, administrators,
teachers, and students functioa construct that may not be explicitly revealed or
recognized but that dominates theidmns, functions, and practices within districts or
schools. BecausaVhite mplicymakers possess the power to determihat needs to be
learned and how learning needs to be measured (Margolis, Meese, & Doring, 2016, McTighe
& Brown, 2005; Nieto, 2014)yrban teacherareguided in a way thatisregard the cultures
and needs of their diverse student populations.

Margolis, Meese, and Doring (2016) contributed to the literature on the impact of
high-stakes testing on urban schools and teachers. Wekmanation of the past 30 years
of educational policy, including Nation at Riskn 1983,thd mpr ovi ng Amer i cads
Act in 1994,No Child Left Behind Acin 2002,Race to the Toprogram in 2010, and now
the Every Student Succeeds Adttis very clear that the educational system is mandating
more structure for urban schools and teachers. adlsegxplairedthe debate about whether
urban teachers need mateuctureor morefreedom Increasingstructurerefers tofipolicies
and practicethat seek to standardize curriculum, instruction, and assessment; and place strict
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limits on the latitude teachers have to make independent dedi¢Masgoliset al.,2016,
p.784). Teaching witlfreedom or having autonomy and flexibility in the schawid
classroom decisions, on the other hand, involves:
Policies and practices that seek to develop the decision making capacity of individual
and groups of teachers; and encourage teachers, within a broad framework, to adapt
and individualize their instr@ion based on local needs and contextual conditions
within urban schools. (Margolet al, 2016, p. 784)
Based on the way the brain functions for learning and the pedagogical methods for
effectively teaching diverse students, freedom benefits teaghdrstudents rather than
structure (Gay, 2010; Haberman, 2005; hooks, 1994; Kohn, 2011, -8id8ogs, 2017,
Paris, 2012; Ullucci, 2009but instead, structure is being mandated for urban teachers. As a
result, highlyqualified knowledgeable teachene leaving the classroom, significanfigm
struggling urban schools (Crow & Scribner; 2014; TNTP, 2012). Zoch (2017a) additionally
reporedabout how higkstakes testing can divide urban schools. The pressure e$taikygs
tests resulted in one urban elementary school splitting into two sdhaglsmary and
intermediate school. The yearlong ethnographic study of the urban Texas elesamaty
revealed the intermediate tested grades to be privileged with additional money, resources,
and staff, while primary grades were marginalized, leading to a division into two schools. As
demonstrated, the effects of higtakes testing on urban scte®run deeply.
Deficit Views and the Achievement Gapo
As stated before, the teranbanis rarely neutral (Gadsden & DixeRoman, 2017).
In fact, the terrmurban and urban education are often associated with deficit views (Gadsden

& Dixon-Roman, 2017t.adsonBillings, 2017). According to Valencia (1997), deficit

views or deficit thinking is the belief that lelmcome students of color fail in school due to
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student and family deficiencies such as a lack of intelligence, inadequate socialization in the
home, or lack of motivation. Haso statediDeficit thinking is tantamount to the process of
dlaming the victind {p. x). Urban spaces are often negatiwaéyved as poor and
dangerous, with nothing to contribute to society (Hollins, 208,0@nor, Mueller, & Neal,
2014). Populations of color and poverty in these urban contexts are viewed as dysfunctional,
unintelligent, without motivation, a hindrancetktee countrgs tax dollars, and conflicting
with society (LadsoBillings, 2017). This deficit view seeps into urban schools as well.
With overeightmillion students in urban contexts (National Center for Education Statistics,
2017), this is extremelyrpblematic. Under these views, urban education represents failing
achievement, students not capable of learning, and families who do not care. Additionally,
students in urban schools are viewed as lacking basic skills and needing support to fix their
deficiencies in order to become successful (Delpit, 2012). According to Gadsden ané Dixon
Roman (2017)fAttention to urban schools is dominated by language that points out student
deficits and schoofdimitations in creating pathways to student achievem@nt438).

The talk alone about th@chievement gapperpetuates the deficit view (Alim &
Paris, 2017; Milner & Lomotey, 2014). Referring to the differences of test performance
between Black students and White students daemevement gapnfers hat the Black
students are lacking in knowledge. It views students of éhoough the glass of amused
contempt and pity(Alim & Paris, 2017, p. 2). It also does not acknowledge that the
measure of achievement comes from what White, middies polig-makers deem as
achievement (Heiligt al.,2014, Howard, 2016). Yes, there are concerning performance
discrepancies between higloverty, minoritized students in urban schools and their
counterparts. When using specific identifiers to look at certadesat groups, outcomes are
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continuously concerning. Discrepancies in performance between students of different
race/ethnicity and as well as students of different secamomic status are worth notjng
given the demographics of students of color ancepgvn urban education. Results
demonstrate that students of color and low secimnomic students perform poorer than their
White and higher socieconomic counterparts (National Assessments of Educational
Progress, 2017). hesecontrasting resultsanbe seen in Tables1l and2.2.

Table2.1

Percentages of Proficient or above for Race/Ethnic Subgroups in 2017

Content 4" Grade 4"Grade 4"Grade 8"Grade 8"Grade 8" Grade

White Black Hispanic White Black Hispanic
Reading a7 20 23 45 18 23
Math 51 19 26 44 13 20

Table2.2

Percentages of Proficient or above for Seemnomic Subgroups in 2017

Content 4" Grade 4" Grade 8" Grade 8" Grade
Eligible Not Eligible Eligible Not Eligible

Reading 22 52 21 48

Math 25 57 18 48

Note Eligible orNot Eligible refers to whether students are eligible for the National School
Lunch Program, meaning those Eligible are categorized as lowasommmic.
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Despite these statistics, it is necessary to recognize these geppagunity gaps
(Milner, 2012, given the preceding context of urban settings and schools. While literature
and society discuss the achievement gap in standardized assessment scores, Milner (2012)
stressd that we need to understand the opportunity gap of instruction and learning
opportunities for diverse student&ccepting test score differences as achievement gaps
implies that White students are the norm while minoritized students are inferior (Milner,
2012). This view does not recognize fireequitable, racist, and sexist stwes, systems,
contexts, policies, and practices that lead to perceived achievemem{igdpsr, 2012,
p.696). Coinciding with this, LadseRillings (2006) claimed afieducation delat(p. 5)
owed to these students due to socgfiistorical, econonai, sociopolitical, and moral
decisions and policiégp. 5) that caused the differences in achievement. | stayed alert to
opportunity gaps and the education debt while investigating teachers and classrooms going
headon against the aosations of achieveemt gaps.
Leadership

Research consistently demonstrates that although teachers have the most influence on
student learning and achievement, school leaders have a significant impact on school success
(Crow & Scribner, 2014; Dolph, 2017; Fullan, 2015; May & Sanders, 2013; Nadeks,
2009). These roles can either damage schools, sustain the current state, or improve schools.
In school leadership, there is the dichotomy of leadership approaches or styles. There are
transactional leaders and transformational leaders (Fullab, ®Rlarzano, Waters, &
McNulty, 2005). While transactional leadership works to make adjustments and decisions in
order to maintain the status quo, transformational leaders work for change through
personalizing attention to those they lead, inspiring etteethink differently, motivating
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with high expectations, and being a model in achievement, character, and behavior (Fullan,
2015; Marzanet al.,2005). Fullan (2015) providdansight on effective leadership through
transformational leadership, regastieof the type of school or demographitke statedthat
successful principals have &inclusive, facilitative orientatian(p. 128) rather than an
exclusive, authoritative orientation. Fullan (20%88tedthe approach to professional
development needs be one of collaboration and shared learning, rather than school leaders
pushing knowledge on teachers in a unidirectional manner:

The principal who makes the biggest impact on learning is the one who attends to

other matters as well, but, most impottdiparticipates as a learmawrith teachers in

helping move the school forward. Leading teacher learning means being proactively

involved with teachers such that principals and teachers alike are learning. (p. 133)

Research specific to urban school keathip aligns with Fullais (2015) insights,
acknowledging that urban schools require reform through transiomableadership
(Allensworth et al.2009; Dolph, 2017; Lane, Unger, & Souvanna, 2014). The urban context
and the need for reform are factoreffective urban leadership. As Dolph (20%2j,
urban school principals need a wide range of skills and abilities because rstatzul
requirements, changes in curriculum and standards, and increased accountability make
leadership and reform in uah schools more and more complex (Dolph, 2017).

In the literature specific to successful urban leadership, the following characteristics
in principals are emphasized:

1. Principals are instructional leaders

2. Principals facilitate safe and respectful enviremts

3. Principals are learners who collaborate and share responsibility

4. Principals are change leadéd®lph, 2017).
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To begin with, urban schools typically have the unique factor of low student
achievement in comparison to other schools, hence the impoftanméncipals to be
instructional leaders. In a review of urban leadership making positive changes in
standardized student achievement scores and graduation rates, one key leadership skill
consistently highlighted was principals being instructionaldea@olph, 2017).

Specifically in Chicago Public Schools, research shiteachers stay in schools with

inclusive leadership, where they feel they have influence over their work environment and
they trust their principal as an instructional leadqédlensworthet al.,2009, p. 2). As Dolph
(2017) poinédout, this does not mean that principals have to be experts in all content areas.
Instead filnstructional leadership refers to principals recognizing, prioritizing, and modeling
the centrality and imptaince of teaching and learning in schodfs 379). Chenoweth

(2015) stresgkthe need for principafsttentiveness to student learning needs by supporting
teacher collaboration in planning, curriculum mapping, and assessment. Through these
practicesprincipals can become instructional leaders for increased student achievement.

The environment an urban principal facilitates for teachers and students is also
highlighted in the literature. Studies on successful school turnaround across the country
investigate the role, characteristics, and practices of principals. Successful school turnaround
involvesfidramatic and comprehensive intervention in low performing schools that produce
significant gains in student a eddiesdhe schoelnt wi t
for the longer process of transformation into a kpghformance organizatior{Kutash,

Nico, Gorin, Rahmatullah, & Tallant, 2010, p. 4). One significant leadership practice found
in school turnaround in Massachusetts included facoiatif a safe, respectful, and collegial
climate for teachers and students (Lane, Unger, & Souvanna, 2014). Dolph (201d) echoe
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this in saying that effective urban principals understand connections between school culture
and school success.

Research itChicago Public Schools found that collaboration between teachers and
principals increased retention of teachers, which supported school reform (Allenstairth
2009). Thepreviously discussetirnaround schools in Massachusetts also found that
succeshul principals shared responsibility and professionally collaborated with teachers
(Laneet al.,2014). Given the context of urban schools, Crow and Scribner (2014)
additionallyemphasizedhat urban school leaders need to collaborate with the community
for school improvement. They stdt@&The demands of and opportunities for school
community partnerships is a growing arena within which urban school leaders must navigate
in order to raise material, human, social, political, and cultural resources tmhibals they
are leading (p. 291).

One final skill found in urban leadership making positive changes in standardized
student achievement scores and graduation atesncipals being change leaders (Dolph,
2017). As Dolph (2017) statefiin any rebrm effort, there is need to alter the status quo to
foster improvement; this suggests principals must serve as organization change agents to
improve instruction and cultub€p. 376). Building a shared vision is often how these
leaders bring about chanfieolph, 2017; Le Floclet al.,2016). Additionally, these
principals need to have the right teachers and staff with whom to share the vision (Le Floch
et al.,2016; TNTP, 2012). These leaders need autonomy to make change so they can
become the changedeers urban schools need (Latal,2014; Le Floclet al.,2016;

TNTP, 2012).
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There is one more point about effective urban leadership that | believe worthy to
include. May and Sanders (2013) expdaithat evaluating the success of leadership in
schoos trying to make turnarounds takes time and should not be baledygion standardized
test scores. Their research, including 510 teachers and 16 principa8ssohgols in
Cleveland Metropolitan School District, matched eight turnaround schools giith ei
demographically similar traditional schools. With turnaround schools experiencing
transformation in leadership personnel and support, the traditional schools still performed
better on standardized test scores. However, leadership was rated hitgaehieys,
teachers felt more appreciated and energized, and teachers and principals rated school
climate higher in turnaround schools. May and Sanders (2013) laklies®e factors may be
more influential in longerm turnaround of these schools.

Overal, research confirms that urban schools call for transformational leadership. It
is clear that although effective school leadership can be generalized, urban contexts and the
need for reform debunk any ese&efits-all approach. The four characteristafsurban
leaders jushotedare the characteristics that urban principals need to possess to create
changebut unfortunately, this type of leader is not in every urban school. In fact, studies by
the National Center for Analysis of Longitudinal Datdiucation Research (CALDER)
demonstraté thatfithe most disadvantaged schools are the least likely to have effective
principal® (Rice, 2010, p. 4). Often times, urban schools experience the same type of
challenges in securing and retaining hagrality, experienced principals as they do teachers
(Rice, 2010).While characteristics of effective urban principals wastd here, this type of

principal is uncommon in urban schools.

49



Reading in Urban Elementary Classrooms

Peeling back another layer in the context of this study, reading in urban elementary
classrooms is the next focuk the urban school context, structural inequalities and
contextual challenges trickle down to impact reading in these classrooms. AsHirkl
(2019) statd, iChildren do not lack literacy because they are black or brown or poor but
because of the structural forces that impede opportunities for them to gain literacy or lead
productive lives absent bar§. 11). Additionally with pressuresf high-stakes testing
looming over these classrooms, reading instruction in urban elementary classrooms often
plays outdifferenty than in other classrooms. Accountability tests typically measure
concepts like word understanding, the ability to recagtext details, and comprehension
that is textbased (Applegate, Turner & Applegate, 2010). Due to the Hawvet thinking
that is required in these skills, teachers often mirror this type efdegl instruction. The
tests fall short in identifying wéther a student can deeply think about the message of an
author, relate to that message, or learn about life and the world around them as a result of
reading, so teachers do rieach in this wayeither.

Generally, literature on effective reading instran includes practices that are
studentdriven, connected to studedisterests and lives, and authentcH. Au, 2011;
Pearson & Hiebert, 2015; Routman, 2014; Taberski, 200ddh many struggling readers in
urban elementary schootbpugh,urgent ad testfocused approaches are often takeann
attempt to make reading improvements. As Allington (2@1&gedthere is often an over
reliance on phonics instruction wilimited strategies instructiom lack of studenthosen
writing in favor ofdecoding worksheetsise of commercial core reading prograomse of
paraprofessionals who lack instructional expertise to work with struggling readersf
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texts that are too difficulteduced time for independent readiagd less time spent
engagingn actual reading opportunities. Hollins (201a1d of the increased use of rote
literacy instruction with a specific focus on phonics to promote reading growth
underserved students, rather than holistic, balanced literacy instruction that focaies on
components of reading. Common practiceBdirhinished choices, isolation of students
from teachers, and the estrangement of reading froaw@#d interactions make major
contributions to disaffection with reading and learnifignrau, Ragusa, & Beers, 2015,
p.110). Direct instruction and reading interventions with scripted plans are often adopted to
produce shofterm achievement outcomes but do not transfer to-lerg benefits (Zhao,
2018). All of these attempts are often worthless or damga@dillington, 2013; Margolis &
McCabe, 2006; Kohn, 2011; Unratial.,2015; Zhao, 2018). Studefbtnotivation and
engagement suffer (Margolis & McCabe, 2006), academic achievement does not improve
(National Assessment of Educational Progress, 2017;,24®), and teachers are devalued
(Allensworthet al.,2009; Craig & Ross, 2008). In addition, sulrhsticmeasures do not
lead to increased literacy proficiency (National Assessment of Educational Progress, 2017).
Research also demonstrates how tecfel discouraged to retain autonomy in their
teaching with curriculum requirements and the testing focus (Hill, 2013; Kohn, 2010). Kohn
(2010) explaiedthe common practices of teaching that kill reading motivation. These
include telling students homany pages or minutes to read, avoiding interactions about
texts, offering extrinsic rewards for reading, emphasizing tests, and restricting giudents
choice of what to read.

Despite the literature that focuses on ineffective practices that are ocaenmirtogn
elementary reading contexts, extant literature discusses practices or pedagogies that claim to
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be effective for all students, some specifically for urban, diverse learners. This includes
literature on higHeverage practices (Nash, Panther, &lide, 2016; TeachingWorks,
2017),evidencebased best practices (Malloy, Marinak, & Gambrell, 2019; U.S. Department
of Education, 2012), and ass®sed pedagogies (Alim & Paris, 2017; Gay, 2010; Gutiérrez
& Rogoff, 2003; LadsosBillings, 199%; Paris, 202).
High-leveragePractices

TeachingWorks (2017) of the University of Michigan has identified {egierage
practices that span subject areas, grade levels, and contexts. These 19 identified practices
include:

Leading a group discussion

Explaining andnodeling content, practices, and strategies

Eliciting and interpreting individual studedthinking

Diagnosing particular common patterns of student thinking and development in a

subjectmatter domain

Implementing norms and routines for classroom diseans! work

Coordinating and adjusting instruction during a lesson

Specifying and reinforcing productive student behavior

Implementing organizational routines

Setting up and managing small group work

10 Building respectful relationships with students

11.Talking &out a student with parents or other caregivers

12.Learning about studeri@sultural, religious, family, intellectual, and personal
experiences and resources for use in instruction

13. Setting long and shorterm learning goals for students

14.Designing single lesss and sequences of lessons

15. Checking student understanding during and at the conclusion of lessons

16. Selecting and designing formal assessments of student learning

17.Interpreting the results of student work, including routine assignments, quizzes,
tests, pragcts, and standardized assessments

18.Providing oral and written feedback to students

19. Analyzing instruction for the purpose of improving(para.3)

PpwnhPE
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Although these practices may seem appropriate and there may be benefits that occur

from these practices, critics say the focus on race, class, and culture for combating racism
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and injustice in our society is missing (Kinloch, 2018). Kinloch (2018¢d#& teaching
and education to be justioentered to question structures that sustain hierarchies in our
country. For example, she critiglthe second higleverage practiceexplaining and
modeling content, practices, and strategies:

The highleveragepractice of explaining and modeling content, practices, and

strategies is not limited to work that happens inside of classrooms and schools, and is

not limited to the curriculum or content area we teach. It is equally important for us

to always rememberho we teach (students) and how they teach us about ourselves

and our practices. | believe that we can connect thislaigitage practice to events,
moments, and situations that have happened and continue to happen in tBe world
situations that impact atif us, and particularly our children and young adults within

and beyond the space of schools. (Kinloch, 2018, p. 19)

Smagorinsky (2018) is also a critic of hifggverage practices being effective for all
students in all contexts. He st@htéln my view, promoting effective practices without
emphasizing the contexts in which they are used overlooks the elephant in the room: the
contextualized, relational, situated nature of all human comigrc8). As demonstrated,
there is not consensus that thesdndyerage practices are truly hidgwerage for urban
students who may have different cultures or experiences than the dominant culture. These
high-leverage practices lack perspective of what occurs beyond the classroom.

High-leverage literacy practis§HLLPs) in urban elementary schools have
specifically been studied as well. Nash, Pantaed Hollins(2016) attempted to bridge gaps
between high leverage practices in teaching and practices that sustain the cultures of
culturally and linguistically tverse students (Hins, 2006; King & Swartz, 2096 Two
foundational questions are involved with HLLPs: (1) What does the practice mean in terms

of supporting a chil@ learning? and (2) How is the practice connected to learning theory?

The focus on idividual student growth above all else and the understanding that theory
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becomes practice are reflected in HLLPs. Despite the attention given tlevéghge
literacy practices, there is the call to move away from these practices as a result of critique
and further reflection and investigation of this topic (Nash & Panther, in press). Nash and
Panther (in press), who set out to research HLLPs, came to criticize high leverage practices
for their true effectiveness for urban, diverse learners. As NasRaariter (in press) state,
Hi gh | everage practices view instructiona
do not accountforteachés hi | osophi cal stances and t he
ignore studentsor teacher@cultural, linguistic, familialand other assets and/or ways
of being and knowing or position it as one small aspect of teaching.
EvidencebasedBest Practices
Evidencebased best practices are also included in the literature about reading
instruction. As Malloy, Marinak, an@ambrell (2019) recently explained:
While no single instructional program, approach, or method has been found to be
effective in teaching all students to readidencebased best practicabat promote
high rates of achievement have been documentedieidencebased best practioe
refers to an instructional practice that has a record of success in improving reading
achievement and is both trustworthy and valid. (p. 5)
Literature includes evidendsased best practices for comprehensive literacy
instructon (Malloy et al.,2019), as well as evidentmsed best practices for specific
students and components of reading or literdayr example, there are best practices for
early literacy (Morrow, Dougherty, & Tracey, 2019), dual language learners (Domi&que
Gutiérrez, 2019), motivating students to read (Guthrie & Barber, 2019), fluency instruction
(Kuhn, Rasinski, & Young, 2019), and so on. Ten identified evideased best practices

by Malloy, Marinak, and Gambrell (2019) for comprehensive literadyuogon thatfare

characterized by meaningful literacy instruction that encourage students to become
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proficient, persistent, passionate, and prepared to meet the literacy challenges sff the 21
centuryginclude:

1. Implement practices that invite studerdse active, contributing members of a
literacy community.

2. Understand that maintaining an engaged community requires that ongoing
monitoring and adjustment of literacy practices.

3. Promote engagement in your community of learners by planning and delivering
literacy instruction through the ARC (access, relevance, and choice).

4. Provide students with smairoup differentiated instruction that reflects the
complex nature of literacy: reading, writing, listening, speaking, viewing, and
representing.

5. Utilize a wide variety of text (fiction, nonfiction, poetry, digital, periodicals, etc.)
within and across all content areas.

6. Promote close reading and critical thinkieggaging students in annotation, text
based discussions, and writing with evidence.

7. Use formativeand summative assessments that reflect the complex and dynamic
nature of literacy.

8. Replace less relevant guided practice (worksheets, repetitive-bastt drills)
with more authentic, inquirpased opportunities to experiment and apply
evolving literacystrategies.

9. Ensure that all voices are heard and honored by reducing teacher talk and
prompting more studesied discussions.

10. Provide instruction in and practice with technologies that expand concepts and
modes of communication. (p. 10)

Since many urban, loamcome, students of color are identifiedsasiggling readers
because they perform below the standardized bar set by the U.S. educational system, it is
appropriate to turn to what the literature says about best practices for sigugglders.
According to Risko and Walkddalhouse (2019), best practices for struggling readers
include continuous and multiple assessments, providing rich contexts for learning, providing
explicit instruction, teaching to studedtapabilities and cultral and linguistic histories,
providing multiple opportunities to build studedigentities as readers and writers, problem

solvers, and producers of knowledge, embedding skills and strategies within larger contexts,
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drawing on multiple forms and complixlevels of texts, and differentiating instruction to
support idetities as readers and writers.

The case study dgtan @t riskdlow socioeconomic, multicultural intermediate
schoob (Fletcheret al.,2013, p. 149), found that best practices to impreagling
achievement included schewide standardized assessment of reading used to guide school
planning and goal setting, keeping parents informed, and explicit teaching of reading skills.
The descriptors diat riskp low socioeconomic, and multiculal alone could be influential
in the cited best practicedue to the misconceptions, stereotypes, and deficit views these
loaded terms often carry. Mudtiao and Cartledge (2009) found that best practices for urban
readers involve balanced reading instion that is explicit, logical, and systematic,
identifying risks early, providing supplemental instruction, implementing strategies for active
student response, teaching in small groups, facilitatingipeeéiated learning, and helping
parents help thechildren. Carbo (2008), on the other hand, ckalthat best practices for
reading achievement for any reader involve a focus on comprehension and reading
enjoyment. She highligatthe need for students to read voluntarily and to find pleasure in
readng.

However, literacy best practices also have critics. Nash, Panther, and Hollins (2016)
statal that best practices view urban students, who often are students of color living in
poverty, as possessing deficits in learning and reading. Similatitpues of highleverage
practices ignoring student and teacher diversity, Smagorinsky (2018gd|diest practices
fiare not universal, but those that are suitable to local contexts, cultures, and woddviews
(p.19). So, although literaturetessome pactices agbest practicasfor reading and
literacy, there is no clear consensus.
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Assetbased orResource Pedagogies

Specific assebased pedagogies, which highlight the interaction of culture and
learning, also play a role urban elementary classrooms, includiagding instruction.
Assetbased pedagogies refer to approaches that view diversity as assets rather than deficits.
These pedagogies are also referred t@ssurce pedagogid®aris, 2012), recognizing that
anindividualés diversity is a teaching and learning resource. As Alim and Paris (2017)
statal, assebased pedagogies are thddemanding explicitly pluralistic outcomes that are
not centered on White middi#ass, monolingual/monocultural norms and natioh
educational achievemanfp. 12). These pedagogies began to emerge in the 1970s. Prior to
this, deficit pedagogies were utilized, viewing factors that did not align with White, middle
class norms afdeficiencies to be overcoméParis, 2012, p. 93)Ultimately, the goal was
to strip individuals of their culture and languages if these cultures and languages did not fall
in line with those of the dominagtoup. Beginning in the 1970a shift occurred in the field
of social language and literacy,eavthough much of the work focused simply on cultures
being different but equal. Asset or resource pedagogies have continued to evolve.

Current assebased pedagogies are theoretically rooted in Moll and Gorggalez
(1994)funds of knowledgand thethird spaceconcept of Gutierrez, Baquedahopez, &
Tejeda (1999).Funds of knowledgstems from the research of Moll and Gonzalez (1994),
which refers tdihistorically accumulated and culturally developed bodies of knowledge and
skills essential for houselibor individual functioning and webeing (p. 133). Third space
recognizes the necessity for teaching and learning to not only involve home, community, and
school, but also the forwatdoking space. Work is still being done to understand,
conceptualie, andoromotethese assdiased pedagogies. Influential pedagogies falling into
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this workinclude: culturally relevant pedagogy (LadsBitlings, 199%), culturally
responsive pedagogy (Gay, 2010), and most recently, pushing against the tetrasesset
culturally sustaining pedagogy (Paris, 2012).

Culturally relevant pedagogy. The landmark pedagogy calledlturally relevant
pedagogyvas initiated ito literature by Gloria LadseBillings in 1995. The elements of
culturally relevant pedagogy came from her study of eight effective teachers in an almost all
African-American low-income elementary school in Northern California. Parents and
principals dentified these excellent teachers based on criteria such as respect shown to
parents, student enthusiasm toward school and academic tasks, student attitudes towards
themselves and others, excellent classroom management skills, student achievement, and
principal observations of teaching (LadsBitlings, 199%). Over the course of two years,
teacher interviews, classroom observations with debriefing, videotaping of teachers, and
collaborative teacher research were carried out. The findings of this rekshto the
teaching approach Ladsdillings called culturally relevant pedagogy.

The core tenets of this pedagogy include teaéersceptions of self and others
their social relationsand theirconceptions of knowledgewithin teache@conceptims of
self and othergeachers using this pedagogy believe that all students are capable of academic
success, they view their pedagogy as an art, they see themselves as members of the
community, and they see teaching as a way to give back to the comacispnBillings,

1999, p. 478). In terms ddocial relationsculturally relevant teachers maintain fluid
studentteacher relationships, connect with all students, create a community of learners, and
encourage collaboration and responsibility amondesits (LadsoBillings, 199%).

Finally, in the last tenet of culturally relevant pedagogy, teadherseptions of knowledge
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teachers believe knowledge is not static and that knowledge must be examined gritically
they are passionate about knowledpey know learning needs to be scaffolded and that
assessments need to be multifaceted. In the end, the theorized approach of culturally relevant
pedagogy led the students in Ladd€Rilings6research to academic success, maintained
cultural competencend the ability to critique social inequities. This pedagogy was and is
still embraced by educatosince its releaseédthershavebuilt on the work of Ladson

Billings in an attempt to improve the educational experience and results of diverse student
populations even further. Despite initiating this revolutionary, widely cited pedagogy over
25 years ago (Ladsemillings, 2014), in the last few years LadsBillings has recognized

the more recent culturally sustaining pedagogy work of Paris and Alins(R@fi2; Paris &
Alim, 2014).

Culturally responsive pedagogy.With the foundations of culturally relevant
pedagogy set by Ladsasillings, Geneva Gay (2010) compiled the work of multiple
researchers to establish what she aallturally responsive pedagy. The work of Gay and
culturally responsive pedagogy did mi$placethe work of LadsosBillings, but simply
joined forces to more thoroughly discuss the pedagogy and emphasize the need for this
pedagogy. Gay (2010) wrot@ulturally responsive tehtng can be defined as using the
cultural knowledge, prior experiences, frames of reference, and performance styles of
ethnically diverse students to make learning encounters more relevant to and effective for
thenmd (p. 31).

Descriptors of this pedagogyalude: validating, comprehensive, multidimensional,
empowering, transformative, and emancipatory. More specifically, culturally responsive
pedagogyalidatesor affirms studentculture through instructional strategies that connect
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to the studentibackgrounds, isomprehensivelyiwoven together into an integrated whole

that permeates all curriculum content and the entire modus operandi of the clag&agm

2010, p. 32), and iswultidimensionain a way that involves academic content, the clasaro
context and climate, relationships between students and the teacher, instructional strategies,
management, and assessment. Likewise, this pedéigoghles students to be better human
beings and more successful learodps 34) in arempoweringnanney it transforms

teaching from the traditional approaches in a variety of ways, ardasacipatoryn a way

that liberates and frees students from being held back by mainstream teaching and learning.
Additionally, central features running through cultiyaésponsive pedagogy are

cooperation, community, and connectedness. Ii&5@910) discussion of culturally
responsive teaching she sthtéStudents are expected to work together and are held
accountable for one anoti@eisuccess. Mutual aid, intepimdence, and reciprocity as

criteria for guiding behavior replace the individualism and competitiveness that are so much
a part of conventional classrood(p. 38).

Culturally sustaining pedagogy. The most recent iteration of assetsed pedagogy
comes fom the work of Paris (2012) and Alim (Alim & Paris, 2017 idturally sustaining
pedagogy{CSP). The new pedagogy was initiated as Paris (2012) exglain

| have begun to question if the terfimglevand andfiresponsiveé are really

descriptive of much of the teaching and research founded upon them and, more

importantly, if they go far enough in their orientation to the languages and literacies

and other cultural practices of communities marginalized by systemic inesgi&diti
ensure the valuing and maintenance of our multiethnic and multilingual society.

(p.93)

Paris (2012) coined culturalRsustaining pedagogy rather than using culturally

firelevand or firesponsive to capture the need for sustaining, or perpetuatntyfostering,
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fAlinguistic, literate, and cultural pluralism as part of the democratic project of schinoling
(p- 93). He agreed with Alim (2007) that the terms relevance and responsitidoesx
guarantee in stance or meaning that one goal of an eshalgtrogram is to maintain
heritage ways and to value cultural and linguistic sharing across difference, to sustain and
support bi and multilingualism and band multiculturalisro (Paris, 2012, ©5). The
stance of CSP is to jettison the approachetfiigg students of color to measure up to the
middle-class White students, but rather open up the world of learning, focusing on the
studentécultural and linguistic practiceé\lim & Paris, 2017).As Nash, Polson, and Glover
(in press) explain,
A key dfference from culturally relevant and responsive teaching ifothes on
sustaining practicésnot merely teaching a culturally relevant lesson or unit of study,
but institutionalizing this kind of teaching as the pedagogical norm and in so doing,
movingtoward sustaining cultural and linguistic strengths in the lives of students and
society. (n.p.)
This causes tension with the U.S. education system that is centered on White norms,
which will be further discusséad this chapter Public school teacherseataking risks with
CSP if the knowledge students of color demonstrate does not match thecé/féeed
goals dthough CSP has shown to improve academic achievement. Ultimately, as Alim and
Paris (2017) state ACSP positions dynamic cultural dexterity a necessary good, and sees
the outcome of learning as additive rather than subtractive, as remaining whole rather than
framed as broken, as critically enriching strengths rather than replacing d€ficit3.
As previously mentioned, Alim and PafZ014) puskdback against CSP being
categorized as an asdxsed pedagogy. They expkdhwhile asset pedagogies
frepositioned the linguistic, literate, and cultural practices of worklags communiti€s

specifically poor communities of coldras resotces and assets to honor, explore, and
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extend) (p. 87) these pedagogies tend to oversimplify cultural practices without considering
both the heritage and contemporary practices of the students and their communities. CSP
attends tdiboth pastriented hatage dimensions and presamtented community
dimensions (p. 90).

Although theepedagogiesare inclusive of all schooling, they are evident in research
specifically demonstrating academic achievement in reading in urban elementary schools.
Interestindy though, assebased pedagogies involve both the instructional side of teaching
and learning as well as the soethotional experience of teaching and learning. Later in
this review of literature, | give more attention to the seerabtional experiergs that can be
navigated through the most current, culturally sustaining pedagogy.

Teacher as Curriculum

Discussion of different practices and approaches is very important when considering
the reading experience of elementary studedtsderstandingeachers as curriculum
themselves is essential. Schlein and Schwarz (2015gdi@achers as curriculunhey
statal, iThe curriculum is what happens in classrooms among teachers and students. It is
shaped by teachers with students in connection withéRkpiriences, interests, and
interaction® (p. 12). These views are aligned with John Deéw€$938) perspective that
experience is education. Education is more thiaatis taught it is alsowhois teaching and
howit is taught. Curriculum is nonexesit without teachers (Schlein & Schwarz, 2015),
which explains the microscope on teachers in this study. When considering teachers as
curriculum, attention is given to who the teacher is, what they believe, what experiences they

have had, and what influees them. Sometimes teachars conscious that these factors are
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at play and other times the teacharg influencedgubconsciously (Connelly & Clandinin,
1988).

Connelly and Clandiniis book,Teachers as Curriculum Planne(s988), focuse
specificaly on the impact teachers have on the experience, or teaching and learning, that
goes on in classrooms. With the understanding of curriculler@esiencethey explaied
fithe teacher is the most important agent, after the students of course, inwdwarric
situation from the point of view of its planning and developmgmt13). Others recognize
the power of the teacher as the curriculum in the classroom as well. As Bean (20d3) state
fiTeacher8own lives and school experiences as well as thein@ilbackgrounds influence
their beliefs and actiongp. 17). These beliefs and actions of teachers become curriculum
and can hee a strong impact on students.

LadsonBillings (2017) statd that factors ofisegregated housing, substandard
schools withmexperienced and underprepared teachers, health threats, lack of access to
healthy food, and inadequate healthodpe 86) work against poor urban students. This
debunks the assumption that these stu@é@atdture of povertgis chosen and thégritd can
alleviate heir issues. However, she stathdt highquality teachers who foster culturally
relevant curriculum believe that all children have the ability to |eard thabelief will
overcome these structural and institutional barriers. LaBdtngs suggestdthat
specifically for African American students, teachers demonstrating student learning, cultural
competence, and sociopolitical consciousness prove efféctigaching.

Interestingly, with pressures of doing well on tests in urbhods, a study of 2.5
million urban students demonstrated that teachers with higher student test scores significantly
impacedstudentélong-term outcomes These included higher probability adllege
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attendance, higher career earnings, reduced likelibbbaving a child as a teenager, an
increased quality of neighborhood as an adult,lagler401(k) retirement savings (Chetty,
Friedman, & Rockoff, 2012). Clearly, this demonstrates the acknowledgement of teachers as
curriculum,whichinfluenceghe eperiences, teaching, and learning in the classroom.
Teacher8experiences as learners, experience in teaching, personal reading habits, and
overall beliefs are key elements in the idea of teachers as curriculum.
Teacher®ExperiencesasLearners

Teachesbpersonal learning experiences contribute to their enactment of curriculum.
Connelly and Clandinin (1988) refedto these experiences psrsonal practical
knowledge They clainedthat personal practical knowledgs in the persois past
experience, in the pers@npresent mind and body, and in the peisdumture plans and
action® (p. 25). In a study focusing on stories of five White female teachers in a large urban
school district who were successful in developing relationshipslevithncomestudents of
color,theteacheréexperiencesr personal practical knowledgesre influential in their
success (Schauer, 2018). Results demonstrated that the téaahgrshildhood
experiences dficolorblindnesé (seeing all individuals equalregardless of color) or their
parent®communication or view about racial differences influenced their views of diversity
accordingly. Additionally, their teacher preparation curriculum was not explicitly supportive
in their development to work with waih studentsut actual experience in the classroom
prepared them for success with urban students and families.

Specifically, in the area of reading, literature demonstrates teéelxperiences
during their owrflearning to read journéys one area inflencing them as curriculum. Ina
gualitative study of six beginning urban teachers and the influence of their own childhood
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literacy teachers, all participants reported modeling one or two specific teachers from their
own school experiences (McGly8tewat, 2014). The three participants who struggled
with aspects of literacy learning haigw memories of positive experiences with literacy
teachers upon which to drawndfichose to emulate teachers who helped them to see school
and themselves differentlgnd who formed positive relationships with theefp. 80). The
three participants who ha#njoyable and successful literacy learning experigrtad
fimany positive memories of literacy learning experiences and role models from which to
drawo andfichoseto follow the example of teachers whose teaching approach was
particularly enjoyable and engaging. 80). Additionally, they focused on teaching students
who were similar in needs to themselves asesitsd

Research by Applegate et al. (2014) also detnaies how teachdyexperiences as
students influence the teachers they become. The findings in their research leigtiight
recursive cycle of students who are uninspired to read becoming teachers whe are non
influential in their studenéreading anghroduce more uninspired students. They diate
AiThose teachers without an enthusiasm for reading would seem to have very little chance to
transcend their experiences and make positive impacts on their students unless schools and
professional developmeptoviders recognize their needs and address the importance of
enthusiasm for readingp. 199). Overall, teachdrapproaches to teaching is heavily
impacted by the educational experience they had when they were stutiestbers as
curriculum can positely or negatively contribute to their studeglucational experiences.
Teacher®Experiencein Teaching

The previous section focused on learning experiences in chilgtioedection gives
attention to teachedtearning experiences in their teaching careers. The experiences in
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which teachers engage while teaching and the years of experience they hold also have proven
to impact them as teachers (Connelly & Clandinin, 1988; Kunter et al., 2013; Rockoff, 2004).
In fact, this could actually be a continuation of teadhexperiences as learners since even in
their experience in teaching, they are still learning. Connelly and Clandinin (§t88#)
fiTeachers tell us that much of what they learn about teachingtzatdt means to teach is
learned through being a teach@p. 203). Teachers learn through the process of teaching,
from students, from other teachers, and through the school and curricular milieus (Connelly
& Clandinin, 1988). Kunter et al. (2013) ahrcted research on factors of teacher quality on
student achievement. Findings in their research revétiatisimply being a smart student
does not make somebody a good teatheis the professiorspecific aspects of competence
that matted (p. 816). Specifically, the knowledge and competence that teachers gained
through their experience in teaching, includiing-depth PCK [pedagogical content
knowledge], constructivist beliefs, an intrinsic disposition toward their work, and self
regulatay abilitiesd (Kunter et al., 2013, p. 807), coincided with higher student achievement.
This clearly shows that teaché&experience in teaching impacts the teachers as curriculum.
Years of experience in teaching can also show an influence on teazlkears@lum.
In a correlational study between student test scores and téaaansof teaching
experience, reading score differences were statistically significant between the students with
beginning teachers and the higher scoring students of teagllerten or more years of
experience (Rockoff, 2004). This study exhibits how years of experience impact the teacher
as curriculum, since the written curriculum remained the same from teacher to teacher.
However, not all research finds years of expergeas significant in correlation with
curriculum implementation. Bingham and HEknyon (2013) did not find years of
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experience or additional certification as factors influencing the implementation of balanced
literacy. Vandevoort, AmreiBeardsley, ath Berliner (2004) did not identify years of
experience as influential either but found professional experiences of National Board
Certified teachers (NBCTSs) to be significant in comparison teMBGTs. Of the 34
NBCTs studied, 88% had masiedegrees,®6 had taken additional coursework after their
highest degree, and 97% patrticipated in professional growth activities regularly, all
highlighting experience in teaching likely contributing to their studdgmggher achievement
in comparison to their coumzarts.
Teacher®Personal Reading Habits

Given the specific content area of reading in this study, it was vital to review
literature regarding how teachépgersonal reading habits relate to teachers as curriculum.
The ecological development framewankthis study recognizes that teachers develop based
on the systems in which they function. Therefore, the system that includes personal habits
and roles as readers outside of school could impact their approach to teaching reading.
McKool and Gespass (R9) investigated this concept in a study looking at the relationship
between teachedpersonal reading habits and their instructional practices. One key finding
was that all teachers who personally read for more than 45 minutes per day used intrinsically
motivating instructional practices such as discussing books, recommending books, and letting
students choose reading materials. Additionally, teachers who claimed to value reading in
their own lives more frequently usedst practicefor literacy learmg according to
literature, such as providing opportunities for independent reading, incorporating literature
circles, sharing insight from their own reading, and recommending titles to the class
(McKool & Gespass, 2009).
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However, research by Burgessr@at, Smith, Hill, and Morrison (2011) did not
conclude a correlation between teachezading habits and their implementation of literacy
best practices. The study of 160 kindergarten through fifth grade teachers looked at both
teacher8leisure readig habits and their knowledge of childéerbooks. The dataexe
analyzed in connection to the teacléerse of literacy best practices in their teaching.
Findings revealed that the teacligeading habits were not statistically significant in
correlation to the level of best practice implementation. On the otherffieathers who
evidence greater average knowledge of chil@réiterature [reported] using many of the best
practice techniges more oftem(p. 93). Given conflicting reports like these, there is no clear
consensus on the impact of teachersn reading habits on teachers as curriculum.
Teacher®Beliefs

Extant literature explains teacher beliefs have a direct impact ornieheiring and
the educational experience they provide their students. For instance, research shows that
teachers of lowincome students of color often have pity for these studsatsal and
economic circumstances and therefore have lower expectatiahgifoacademic
achievement (Rojas & Liou, 2017). On the other hand, teachers viewing their students
circumstances as a social injustice have been shown to hold high expectations with warmth
and care to prepare studefifisr a reenvisioned futuégRojas& Liou, 2017, p. 30). Hollins
(2015) sutmedup the influence of teacher beliefs very clearly

The system of beliefs which teachers enact in their teaching practice has a powerful

influence on the growth and development of children academically, intellggt

psychologically, and socially. Teach@peliefs are central in shaping who children

become, how individuals function in the society, and how the society is transformed
by the next generation. (p. 173)
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Additionally, beliefs are often difficult tohange (Bean, 2013). Teach#rsliefs
often stem from personal experiences or cultural norms. Therefore, the beliefs often go
unnoticed, unanalyzed, or uncontested (Howard, 2016). Explicit attention and reflection on
beliefs needs to occur in order to determine the impact theydmesteidents and the
outcomes they produdgelollins, 2015; Howard, 2016).

The concept of teachers as curriculum, envisioned by Schwab (1978), Dewey (1938),
Clandinin and Connelly (1992), and the like, is challenged with federally mandated policies
(Craig & Ross, 2008). Teachers are often not recognized as knowers. Instead, they take on
the identities of:

the teacher defined as a purveyor of codified content knowledge, teacher whose

knowledge base is determined by policymakers and bureaucrats and inflagnced

university professors, the teacher perceived as an implementer obogtiens

strategies, the teacher enmeshed in the politics of inquiry, the teacher devoid of

agency who struggles to gain authority, and the teacher for whom the extremes of

techni@l rationalism encroach on classroom practice, narrowing the space within

which lived curriculum can be instantiated. (Craig & Ross, 2008, p. 296)

However, while | agree that teachers are often not viewed as knowledgeable or are not
granted autonomy itheir classrooms, | also agree with Ayers, Quinn, Stovall, and Scheiern
(2008),who statedhat intended curriculum Baccepted or resisted, brought to life and
changed by specific individuals in particular classrad(ps310). Ultimately, curriculum
within a classroom comes down to the teacher.

Teachernavigated Socialemotional Reading Experience

While the types of reading resources and teaching strategies in urban elementary
classrooms can indicate improvement of student literacy proficiencttitig aimed to look
beyond these. Research supports that to improve stogenfisiency, the sociaémotional

aspect of learning must be addressed, in additional to the instructional aspect (Center for
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Advanced Study of Teaching and Learning, 2017; ¢wax) 2013; McLean, Sparapani,
Toste, & Connor, 2016; Miller, 2015; Pianta, Belsky, Vandergrift, Houts, Morrison, &
NICHD, 2008). In fact, a significant correlation exists between early recollections of
positive childhood reading experiences and futujeyement of reading (Bemies & Stagg
Peterson, 2010).

Getting students to increase their reading proficiency and demonstrate that increase
on highstakes tests may be a goal, but creating students who enjoy reading is the ultimate
goal if there is a des for them to engage in reading, succeed in reading (Guthrie, 2004), and
become lifelong readers who have the power of literacy on their side in adulthood (Guthrie &
Wigfield, 2000; Milner, 2013). | contend the soesthotional experience navigated digrin
the reading block in these classrooms is equally influential to the instructiome#goned
in Chapter 1, Carbo (2008) staté®esearch indicates that when stud@etsironmental
preferences are met, they are more likely to associate reading with pleasure, to read for
longer periods, and, overall, to achieve higher scores in reaging0). Shealsoexplaired
how the two goals for reading achievement need to imphension and enjoyment
fiStudents who voluntarily read for their own pleasure improve their reading skills and their
test scores at a much faster rate than those who d¢gm&8).

Yeager, Walton, and Cohen (2013) aghesaying,fichanging studendsubjective
experience in schod(p. 63) can raise student achievement. To make reading more
pleasurable, it is important to reduce factors that are seen as negative by the students in the
reading experience which can then help increase reading achrgvenhmgs type of positive

and pleasurable experience does not just happen. The role of the teacher is the most critical

70



factor to ensure that this positive and pleasurable experience does, in fact, happen (Dudley
Marling & Lucas, 2009; Routman, 2014).

As literature reveals, the role of the teacher is critical. Teachers matter. As Nye,
Konstantopoulos, and Hedges (2004) stai@éte knowledge, skills, and dispositions of
teachers are likely to be the most important predictors of success a studeriebesng
(as cited in Wepnesat al.,2013). Within the U.S. educational system, urban schools, and
elementary classroom context, the tea@esle in facilitating sociabmotional aspects of
reading is essential to specifically study. As GadsderDamh-Roman (2017) state

Teachers (and school administrators) have the ability to make choices about the

degree to which studeritsxperiences in schools reflect, criticize, respond to,

represent, or are oppositional to their surroundings; how wellrdsppnd to the

needs and problems of the families and communities that constitute schools; or

whether they understand and build upon the knowledge, strengths, and expectations

of families and communities to ensure that children not only learn but gxcé41)

In studying teachenavigated sociaémotional reading experiencdésis essential to
understand what is meant by so@ahotional reading experiences. As defined in Chapter 1,
sociatemotional reading experiences refer to the attention to dsdd®ciatemotional wel
being in the reading context. In this study, seerabtional welbeing focused on the well
being of the student that can be facilitated in a classroom during reading. This did not
include the sociaémotional welbeing of stdents at home and other environments outside
of school. Additionally, socia¢émotional weHbeing or experience is something that is
typically very important to students (Shultz & CeBhther, 2001), whether they specifically
articulate it using these tes or not. For instance, when students are asked about their

overall school experience, they typically focus on relationships rather than physical or

curricular areas of school (Shultz & Ce8lather, 2001). Three themes that dominate student
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responses alt overall school experience include: students wanting more human and
humane interactions in school, wanting to be able to be themselves in school, and wanting
school to be engaging (Shultz & Coe8lather, 2001). Noddings (2005, 2012) exm@dithat
adult perceptions of soctaimotional experiences, specifically caring, may be different than
what a child perceivesit is not enough to hear the teadiserlaim to care. Does the student
recognize that he or she is cared &qfRoddings, 2005, p. 1)This is required for a truly

caring relationship.

Ultimately, the sociaemotional welbeing of a student refers to the feelings a child
has that determines the lewalvhich he or she feels cared for, efficacious, safe, valued, or
worthy (Haberman, 2@) Hachey, 2012; hooks, 1994; Noddings, 2012; Ormrod, 2012;
Shultz & CookSather, 2001; Ullucci, 2009). Concepts of sglhfidence and sedsteem
(Gay, 2010) also demonstrate a stu@esbcialemotional weHbeing. The state of a
studends socialemotonal wellbeing in school is a product of the interactions with teachers,
other students, the environment, resources, and other components within the classroom
context, both physically present and implicitly present within the classroom climate or
culture(Center for Advanced Study of Teaching and Learning, 2017; Hachey, 2012;
Noddings, 2012; Ormrod, 2012; Shultz & CeBkther, 2001).

| must stress here that soe@hotional welbeing is not d&warm and fuzzg feeling
that | simply think is nice to have every classroom. In fadthigh levels of emotional
support are associated with growth in reading and math achievement from kindergarten
through fifth grade (Center for Advanced Study of Teaching and Learning, 2017, p. 2).
Neuroscientist Mary HeleimmordinoYang (2016) explaied AiEmotions are like the
shelves that give cognitive glassware support, [rather than] toddlers running amok in a china
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shop (para 2). | contend that value and urgency need to be given to stGdeaist
emotional welbeing.

Variations in individuals and contexts influence what is needed for ssialional
well-being. Students in urban schools are no different. In general, a common misconception
exists that urban students need more elaborate reward and punishmens gysitecci,

2009). As Ladsoillings (2017) explaied there is a beligfthe major responsibility of
teachers and the school is to discipline and bring order to their chaot(jivé&2). The
institutionatlike setting that schools or teachers asswrban students need is actually
opposite to the warm, positive, commuHritgsed experiences that are effective in urban
classrooms (Haberman, 2005; Ullucci, 2009).

In addition to urban studerdtsircumstances outside of school, their circumstances in
school may influence their sociaiotional needs in the classroom and more specifically in
the reading context. Given the status of reading proficiency, or lack of, for urban students,
many of these students salentify as being poor readers or aredigll adiat riskO Some
of these students have displayed emotional behaviors such as anger towards reading or
rejection of the printed word (Luker, 2005). Research has shown, however, that lower
achieving students placed in classrooms offering more subaee higher achievement than
those placed in less supportive classrooms (Hammond, 2015; Hamre & Pianta, 2005, May &
Sanders, 2013; MusRao & Cartledge, 2009). This clearly reflects the importance of the
sociatemotional experience in the classroomudian students who may be seeffiasisko
or who are not proficient readers.

The following sections will explain what literature says about the role teachers need
to take to improve the reading proficiency of their students through navigating @ositiv
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sociatemotional experiences for their students. It is important to note here that these areas
are divided into distinct but overlapping sections. There are very close ties between
components of the classro@rsocialemotional reading experience
Culturally Sustaining Pedagogy

A prominent topic in current literature that attends to urban stuikrdmtemotional
reading experience due to their racial, cultural, and linguistic diversity is that of culturally
sustaining pedagogy (CSPLSP evolved frona long lineage of legal reforms, sociopolitical
movements, and othassetbhased pedagogiessich as culturally relevatéaching (Ladson
Billings, 2009)or culturally responsive pedagogi€Say, 2010) Alim and Paris (2017), who
developeddeas ofCSP, posed the question:

What if the goal of teaching and learning with youth of color was not ultimately to

see how closely students could perform White midthss norms, but rather was to

explore, honor, extend, and, at times, problemalieg tultural practices and

investments? (p. 3)

Current writings about CSP dwt conflict with earlier pedagogies bostead
critigue, extend, and negotiagarlier pedagogiethroughcenteringheritage and community
practices (Paris & Alim, 2014). pci fi cal ly, Paris and Al im (2C
equity and access can best be achieved by centering pedagogies on the heritage and
contemporary practices of st uTheshintentiomalyd c¢c o mmu

streamline aspects ofilturally relevant and culturally responsive pedagomitsthis

literature review ofCSP in cases where those aspects are shi#ldy this current

pedagogy.

74



One qualitative ethnographic study of four urban elementary teachers in a
predominantly Latin@ community looked at the @xistence of CSP and the
standardization of learning for racially and linguistically diverse students. The study
captured the approaches taken by the teachers to maintain CSP amid the expectations of
preparing students for Hegtakes tests (Zoch, 2017b). While other classrooms were using
workbooks, testike passages with questions to answer, minimal dialogue, and independent
work, these teachers incorporated small group instruction to get to know students, texts that
were petinent to the studeni$ives and cultures, texts involving social issues, student
conversation about texts that involved critical thinking, whole group use of graphic
organizers, and examples of role models from minoritized backgrounds.

While Zoch(2017b) contended that some may critique the four teatdygpsoaches
for imperfect alignment to CSP, she also highlighted optimism for sustaining cultural
approaches to teaching despite the pressures of testing. Given this &tadg on teachdrs
facilitation of socialemotional reading experiences, thfowing contentcovers teacher
dispositions and abilities through CSP that could navigate stdédeciatemotional weH
being in the reading experience. Understanding and leveraging stildamnisg experience
based on their racial, cultural, and linguistic identities supports the ability to address
studentésociatemotional weHlbeing, which will be elaborated on throughout the following
sections.

Teacher dispositions and perceptionsOne way teachers may navigate social
emotional welbeing of their students as readers is through their dispositions and
perceptions. Although these dispositions are internal, many of these are exhibited in
behaviors or actions in the classroom. While sofiteese dispositions and perceptions
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pertain to all happenings in the classroom and play a role in the reading block naturally,
others are specific dispositions and perceptions about the teaching or learning of reading.
There are four dispositions andrpeptions that reflect CSP and attend to studsotsal
emotional reading experience.

Car e nAf or o0 Theliest dispositiodnespetifisally connects with what Gay
(2010) calls culturally responsive caring, which is also a concept sustained.in CSP
Culturally responsive caring:

Focuses on carinigr instead ofaboutthe personal welbeing and academic success

of ethnically diverse students, with a clear understanding that the two are interrelated.

While caringaboutconveys feelings of concerarfonds state of being, carirfgr is

active engagement in doing something to positively affect it. (Gay, 2010, p. 48)
Concern, compassion, commitment, responsibility, and action are all involved when teachers
carefor their students.

This type of caréor the students is a state of mind. It is not just something that a
teacher thinks about every once in a while. It is a way of life in the classroom, always
considering what is best for the students and being committed to that. In fact, Nieto (2012)
statedthatfitrue teaching must be accompanied by a deep level of care in order for learning
to take place(p. 29). Sandilos, RimfKaufman, and Cohen (2017) s@t&Caring teachers,
by definition, establish a classroom climate in which studentefeetionally safe and sense
that their teacher is concerned for their wirding and future succes. 1324). This
specific disposition is one that actually drives all of the other dispositions and abilities. With

this overarching, evepresent mindsesll of the other dispositions and abilities fall into

place and have purpose.
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High expectationsThe next perception is the belief that all students can learn.
Culturally sustaining teachers believe in high expectations not only academically but in all
areas. Rojas and Liou (20wjote thatfiteachers cannot have high expectations for students
without caring about their academic success, and viceo/fgrsal). This demonstrates the
driving force of thecared fordisposition. Multiple researcherscigsing on urban
populations, populations of color, and students living in poverty reveal that high expectations
lead to studenégperception of teacher care (Rojas & Liou, 2017; Shealey, 2007), stddents
selfconfidence (Gay, 2010), and student achiever{@anter for Advanced Study of
Teaching and Learning, 2017; LadsBiilings, 199%; Shealey, 2007)When Shealey
(2007) thoroughly examined the work of four urban teachers who were identified as
successful in implementing higiuality teaching in readingnd addressing the diverse needs
of students and families, key elements of culturally responsive teaching (now culturally
sustaining teaching) were found. Caring and high expectations were two of the major
culturaly responsive tenets revealed.

Specifically in the reading classroom, high expectations can come in many forms.
The belief that every student can read and become successful literate beings is first and
foremost. Other ways reading teachers may hold high expectations for their stidents
through expectations of focus, participation, and effort. Finally, even when teachers work to
identify student8reading strengths and challenges, or identify studesasling levels,
students are not seen as levels. Rather, teachers using CS® stndagts in a multitude of
literacy experiences with a variety of texts so positive reading identities can be formed

(AbodeebGentile & Zawilinski, 2013).

77



One study ofore thar600 teachers and their students in five large school districts
throughouthe U.S., revealed that the teadsatemand is significant in studedéEademic
achievement (Sandila al.,2017). In fact, the researchers stated dieatangd meaning the
challenge and expectation of the teachefaiparticularly important construas it is
significantly and positively related to studersademic growthi(p. 1330) on both high
and lowstakes math and reading assessments. Additionally, the factor of challenge appeared
to be more beneficial for African American elementary stuglthan for nofAfrican
American students in terms of academic growth.

Understands literacy learning as a social proce®elief that literacy learning is a
social process (Kirkland, 2014) also characterizes a teacher implementing CSP in the
facilitation of sociatemotional reading experiences. There is an understanding that
individuals learn literacy as social beings within their cultures (Gregory, Long, & Volk,
2004; Moje & Lewis, 2007; Rojas & Liou, 2017). These social processes take place at home,
in communities, and at school. These social processes of learning literacy come through
social acts and interactions with others in authentic ways.

Given this perception, reading teachers who facilitate experiences that address the
studentésociatemotional weltbeing leverage studeiiiterate lives inside and outside of
school andiplace a high value on studedigentities and cultural histodyRojas & Liou,

2017, p. 38). They acknowledge their linguistic capital (Bourdieu, 1977). This may include
a teacher incorporating reading resources or practices from stcldhise, utilizing

discourse with authentic student voice in response to reading, or placing value on reading
that students and their families engage in for cultural practices. War&tbgn and

Muhammad (2012) with African American male students suggests the need for culturally
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responsive teaching like this to enhance engagement. The approach of looking at how
African American males engaged in literacy throughout history, demonstrateed for
connecting reading instruction to the studéatsture. Using a more cultural or sociocultural
approach to literacy development, choosing literature that is meaningful to their culture, and
legitimizing literacy as a tool for human developrmeere all recommended.

A team of teachers at one urban elementary viewed literacy as a social process when
they helped form pen pals between their students and community members from local
businesses, organizations, and government agencies (Teale,dataYGlasswell, &

Gambrell, 2007). Studembmmunity pen pals read books, wrote back and forth about the
books, and engaged in meaningful learning across contexts together. TWwertéasocial
experience aligned with the studéidemmunity and soal lives. Ultimately, this aligns

with the views of Tatum and Muhammad (2012), in reference to literacy for African
American male youth, when they stthat literacy must be viewed asi@ultural practice

(p. 456) to improve reading achievement.

Teacher as facilitator.Power and control over students is not a priority for teachers
who are facilitating a sociamotional experience under CSP. Instead, these teachers
provide choice for students and allow them to have a formative role (Piantag Hadlien,
2012). The relinquishing of power over the students allows students to possess autonomy in
their learning. Guthrie and Wigfield (200&atedthatfiautonomy support and student
motivation appear to be reciproo#@p. 412). This reflects teherdisposition of caringor
students with a priority of doing what is best for students. Teachers aligned with CSP are

well aware that their role is a facilitator, not a dictator. There is a deep understanding of the
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dynamics of power in everyday imgetions with studenignd they have a belief that they do
not need to exhibit a dominant force over students (Moje & Lewis, 2007).

In the reading context, teacher as facilitator can be conceptualized through student
choice in texts to read or how tesp®nd to or interact with texts. The students are not just
allowed but are encouraged to voice their thinking and reactions about texts and guide the
reading experience. Teachers using CSP understand the importance of student ownership in
reading and sitre for this K.H. Au, 2011). Ultimately, there is regard for studénts
perspectivesand teachers favor studeditsterests and motivations over their own (Piagita
al.,2012).

Teacher abilities.| now turn to teacher abilities. These abilities und things
teachers explidy do or knowledge they possess to make them capalileinff Some may
call these skills. 1 explain four abilities that teachers utilizing CSP may possess as they
facilitate the sociaémotional experience in their classrooamsl reading blocks.

Knowledge of studerifives. Teachers committed to CSP deeply know their students
and use that in fostering the studéstscialemotional welbeing and leverage learning.

They have the ability to learn and recognize cultural capital of students to use in teaching to
honor and value students (Bourdieu, 1977; Lareau, 1987).abtity to acquire knowledge

about their stdents is not donpassively. Instead, these teachers are attentive by watching

and listening to students. They actively listen to studéahdss or listen ionsmall group
discussions and join in or respond (Dorman, 2012; Noddings, 2012). Haber@ahdiD
extensive research in urban contexts and concludeddtiaatteachersof diverse children

and youth in poverty held common characteristics. He stated that star teachers have effective
communication skills with children, adults, and the schooirmanity through truly listening
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and using that information to gain understanding. He also noted that star teachers find
energy and motivation from their work with children, enjoying the time so much that it
cancels out the exhausting and irrational derearidhe system.

As a result of this ability, teachers develdippaces with their students, foster
positive sociakemotional experiences, and transform education (Nieto, 2012). In addition to
the ability to learn about students, these teachers lbatrt themselves. They not only
thoroughly understand their studepsrspectives and experiences through their listening
and attentiveness, they have the ability to gain deeper understanding about their own
perspectives and experiences as well (Gay, 280, 2012). Gathering, reflecting, and
making meaning of all this information is a regular practice.

Theseteachers have strong abilities to determine interestingiteite reading
environmenfor students as a result of their gathered knowledgatabem Through CSP,
teachers choose literature that is meaningful to studemtsire (Tatum & Muhammad,

2012) andtheyknow students well enough to match them with books based on interest.
This not only sends the message that teachers value demt@lives but also helps students
find appreciation of their own history, culture, and traditions (Lad&timgs, 20173). In

turn, this influences studedidesire to engage (Guthrie & Wigfield, 2000) and facilitates
their socialemotional reading gerience.

In a qualitative study of two elementary literacy teadbeffectiveness in knowing
their students and their studeiltteracy knowledge, the following strategies were identified:
(a) engaging in meaningful responsive literacy conversations, (b) knowing themselves and

beliefs deeply, and (c) structuring multimodal experiences in a variety of contexts (Dorman,
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2012). Thg continually worked to know their studemimre deeplyn these ways. In fact,
the researcher stated,

When they sense that distance between themselves and their students is getting in the

way of understanding student thinking, both [participant teafhets that they

reflect back to their childhoods or to times when they experienced something similar

to what the child is experiencinp. 79)
Additional research conducted byX@nnor, Cappella, McCormick, and McClowry (2014)
demonstrated that when antervention was applied that required teachers to understand their
studentétemperament and use that information to approach the students and their parents,
reading achievement improved. These teachers clearly recognized knowing their students as
important.

The literature on departmentalizing, as well as looping, in elementary schools also
supports the benefits of teachers knowing their studé&tgsentlya study involving 46
elementary schools in Houston, Texas revealed that when 23 departmesthizeld,
sending students from teacher to teacher for different subject areas, were compared to the 23
traditional schools, fewer academic gains on ‘stikes tests were seen in the
departmentalized schools (Fryer, 2018). Additionally, schools thattdep@alized also had
increased numbers of student suspension and decreased attendan€nrttesother hand,
traditional schools, where students stayed with the same teacher throughout the entire day,
attained higher academic gains, higher attendamzkfewer suspensions. Likewise,
empirical evidence from a study by Hill and Jones (2018) showed that looping, or repeated
studentteacher matches for consecutive school years, improved academic achievement in

elementary students, with even greater gaimfinoritized students. Despiresearch

supporting loopingthere is also literature that warthsatloopingshouldbe used wisely

82



(Hitz, Somers, & Jenlink, 2007). In addition to advantages of looping, there are also possible
concerns or negative outoes. Potential problems include teaebleitd personality

conflicts, children being placed with ineffective teachers for multiple years, and poor
cooperation among students (Hétzal.,2007). Therefore, looping decisions need to be

carried out wisely.All of this demonstrates potential benefits of teachers truly knowing their
students and leveraging that knowledge effectively.

Critical textselection. Teachers facilitating CSP and positive seeialotional
experiences for their students match studengppropriate texts as well as select texts for
critical purposes, through their understanding of the studleatgage and community
practices (Paris & Alim, 2014). These teachers have the ability to critique ctsldren
literature and select literature in which studerats see themselvasnormal kids. This
concept is specifically challenging in urban contexts with high populations of students of
color. In fact, 90% of childrés books that contain human characteesabout White people
(Welch, 2016). Books thaio feature characters of color often are limited to historical books
that cover topics of civil rights and slavery. Children of color need to see themselves through
booksfin a variety of contexts, bothdinary and extraordinagyWelch, 2016, p. 375).
Teachers devoted to CSP know this and act upon this knowledge.

When children cannot find themselves reflected in the books they read, or when the

images they see are distorted, negative, or laughabjeleidue a powerful lesson

about how they are devalued in the society of which they are a part. Our classrooms

need to be places where all the children from all the cultures that make up the salad

bowl! of American society can find their mirrors. (Bishop9Q, para. 4)

Additionally, these teachers use literature as a way to help stuidenfsont social
injustices, visualize racial inequities, find solutions to personal and political problems, and

vicariously experience the issues, emotions, thoughtdj\easdof people otherwise
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inaccessible to thea{Gay, 2010, p. 158). Studies show that children understand sameness
and difference in connections they make with characters (Nussbaum, 20d€hese

teachers then use this to prompt studiritical literacy (Freire & Macedo, 1987).

Ultimately, CSP teachers have the ability to assess texts for cultural accuracy and
authenticity (Gay, 2010) and work to develop these abilities in their students as well. As a
result of teacheémbility in critical textselection, students are left with feelings of

ownership, pride, confidence, and power.

Intentional discourseThe next ability teachers may have when utilizing CSP
involves the intentional use of discourse in the classroom and in the reading comstxdf F
all, these teachers exhibit teacher sensitivityilsing attuned and responsive to the
individual cues and needs of students in their classro@@enter for Advanced Study of
Teaching and Learning, 2017, p. 373). From there, they have an tbigulate
interactions and discourse. Teachers working through CSP consider what is talked about,
how it is talked about, what to ignore, and what to attend to, all while considering the impact
on student8socialemotional experience or welkeing (Gay 2010). They encourage
students to express their ideas (Gay, 2010) but ultimately have the goal of developing a
community of learners. A balance between professional and personal orientation to students
(LadsonBillings, 2017b) is necessary for teachemsler this pedagogy. They have the
ability to maintain their teacher identity while also sharing in more personal moments with
students. They use intentional discourse to foster positive relationships among students in
the classroom community as welot only do strong classroom communities support
studentéwell-being, research shows that peer acceptance positively impacts academic
achievement (Kiuru, Aunola, Lerkkanen, Pakarinen, & Poskiparta, 2015).
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In reading, CSP regularly incorporates discotinseugh responses to reading. These
teachers have real, meaningful conversations with students about reading and books, as well
as sharing about being readers themselves, which has proven to be beneficial (Dorman,
2012). Additionally, they may utilizegptner or small group learning in reading to encourage
natural discourse between select students. Attentiveness is used to determine when to step in
and when to listen, based on the studisusiatemotional and cognitive needs. Overall,
teachers utilimg CSP foster environments for discourse and facilitate that discourse for the
well-being of students and their academic achievement.

Persistence One last ability that teachers exhibit to foster studsasiatemotional
well-being in the classroom and in reading is persistence. CSP teachers have the ability to
persist emotionally and physically, never giving up on students (Gay, 2010; LBilswys,
2017b). They have the ability to persist througlutna or difficult circumstances that may
surface in their work with urban students or within the school or education system. Given
the state of urban schools, these teachers persist as they deal with bureaucracy.

[These] teachers make strategic decisiabout which part of the bureaucracy they

will attend to. They realize that no one can be fully responsive to a bureaucracy and

any attempt to do so takes away from so many other things they need to do. {Ladson

Billings, 2017b, p. 446)

They persist as @esult of cardor students and studeniaderstandhis. When students

witness their teachapersistence in them and in their education, it directly impacts the
studentésociatemotional welbeing. Specifically in reading, it is easy for urban heas to

fall into the bureaucracy of mandates, policy, and test scores. Reading teachers who embrace

CSP do not get bogged down with those dynamics but persist in doing what is right and best

for the students. They do not fall into the trap of viewirgrtetudents as failures as the
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system often does. As Rojas and Liou (2017) dtéiteeaching is an act of love, one that
actively challenges the inequitable schooling structures and conditions that students of color
encounted (Rojas & Liou, 2017, p. 38) This represents the persistence that CSP teachers
have for all students.

When considering the dispositions and abilities of urban teachers that influence the
facilitation of studen@sociatemotional welbeing in classrooms and in reading, | come
badk to Martin Habermads (2005) work in urban schools. For years he studied the practices
of star teachersn urban educatigrand most of his findings involved the soeghotional
domain of teaching rather than the cognitive. He understood the impoofastodentd
sociatemotional wellbeing and encouraged teacl@aitention to this. Culturally sustaining
pedagogy calls for this as well.

Beyond culturally sustaining pedagogy.While literature on culturally sustaining
pedagogy consistently highlighthe dispositions, perceptions, and abilities discussed above,
topics in the literature beyond CSP also involve or represent teanheigation of social
emotional reading experiences for their students. That does not mean that the following
topics ae not aligned with or inclusive in CSP, but they are not consistent in the literature on
CSP. In fact, some degree of overlap exists between these topics and those of CSP. The
major difference in théllowing topics is they do not necessarily leveratyeient®
diversity or explicitly view studendsace, culture, or language as an as$éeyhave the
potential to influence the sociamotional reading experience of students in positive and
negative ways, according to the literature.

Teacherstudentrelationships. Hammond (2015) explagdthat learning
partnerships, or teachstudent relationships have two key components: rapport, which
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involves teachef®established trust that comes through validating and affirming stédents
experiencesand alliarce, which captures the shared mission between student and teacher in
achieving goals that were collaboratively set. As Noddings has made clear through her care
theory, when a caring relationship between a teacher and student is established, cognitive
leaming can flourisHachey, 2012; Noddings, 200)12). In fact, the caring of a teacher
directly affects studenfsscademic and social attitudes and goals (Urdan & Schoenfelder,
2006) and when students believe their teachers care for them they resploggeater
engagement and effort. Research conducted by Liew, Chen, and Hughes (2010) found that
students with selfegulatory struggles benefit academically from positive, supportive
teachers where there is low conflict. Additional findings implied skraiggling students

who have difficulties on academic tasks that require fine motor skills, accaratpaying
attention to details and instruction, would benefit from positive teagthdent relationships.

On the other hand, students who view thedtchers as harsh and cold typically
demonstrate lower academic achievement than their peers (Urdan & Schoenfelder, 2006).
fiPoor relationships with teachers thwart childsamasic need for relatedness and diminish
childrerts feelings of belonging at sobl and perceived academic competence, thereby
obstructing motivational processes that drive academic achieve(Bgifit et al.,2012,

p.1180). What is most concerning is research by the Center for Advanced Study of
Teaching and Learning (CASTL) (201Which showghatstudents coming from low
income families and from lessducated mothei@eless likely to be involved in effective
teachesstudent interactions than their middiheome peers. Thus, it is essential to ask how

these teachestudent relabnships are fostered in the classroom hod they evolve As
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DuncanAndrade (2009) assed At the end of the day, effective teaching depends most
heavily on one thing: deep and caring relationsihfps191).

Teacher responsivenes&xtending thdopic of teachestudent relationships,
research specifically supports the need for teachers to respond to their students in beneficial
ways. Pianta, Hamre, and Allen (2012) reddto this concept aieacher sensitivity They
describd teacher sensitity asfibeing attuned and responsive to the individual cues and
needs of students in their classroors 373). The qualifiers for exhibiting teacher
sensitivity include teachers anticipating problems, assisting in resolving issues, providing
reassurancand assistance, and acknowledging studemmtions (Center for Advanced
Study of Teaching and Learning, 2017). These all demonstrate the responsiveness of a
teacher to his or her students.

In the study by Hill and Jones (2018) involving looping, Whicas discussed
previously it was concluded that teachers getting to know their students on deeper levels
allows them to be more responsive to their students.

If minority students are more likely to come from more challenging family

environments (sucksasingle parent households), then teachers with better

understandings of their specific backgrounds may be able to more adequately or

appropriately address needs arising outside the classroom. (p. 7)

Responsiveness does not only involve the care or wamatided to the students but
also the structure or discipline. In a study by McLean, Sparapani, Toste, and Connor (2016),
the researchers measuthd warmth and responsiveness of the teae@mgwith the
control and discipline, to determigtassroonquality. Their findings revealed that high

levels of both warmth and control correlated with higher classroom quality where students

produced higher average test scores on the Woodtmukson Ill Test of Achievement.
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Additional findings surfaced in dwgly by Kiuru, Aunola, Lerkkanen, Pakarinen, and
Poskiparta (2015) involving 625 kindergarten to fourth grade students. Overall, findings
revealed that teacher response or affect towards students positively related to thestudents
peer group acceptanand both positive teacher affect and positive peer acceptance
correlated with positive student academic achievement. Therefore, the manner in which
teachers respond to students and studertds seems to be essential to understand in this
study.

Teache-student match.Research over the last two decades reveals that racial match
between teacher and student can be significantly beneficial. These benefits can be seen
directly in studen@academic achievement (EastBrooks, 2014; EasteBrooks, Lewis, &
Zhang, 2010) as well as in their attitudes and perceptions (Egalite & Kisida, 2018; Irizarry &
Welton, 2014).

In a study by EasteBrooks, Lewis, and Zhang (2010), African American students
who had at least one African American teacher between kindergarten and fifth grade scored
1.50 points higher in reading than students who did not have an African Americaar teach
during that time frame. Later, EastBnooks (2014) presented evidence showing that when
students are matched ethnically to their teachers, it can account for a 17% difference in
academic achievement. Interestingly, Gershenson, Holt, and Papag@dm@)ef¢and that
finonblack teachers have significantly lower educational expectations for black students than
do black teacheégp. 222). In fact, they found that White teachers were nearly 30% less
likely to predict Black students would earn a colleggrée than Black teachers.

Racial match between teacher and student also demonstrates improved student
perceptions of and attitudes towards academics (Egalite & Kisida, 2018; Public Impact,
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2018). There is an understanding that matching teachers aedtstof like races can lead

to a deeper understanding of studéhtsme culture to make the bridge to school culture
(EastonBrooks, 2014). It is argued thaalinx studentéacademic struggles are often in part
connected to the lack of Latirigachersad staff who may be better equipped in meeting this
group of studentmneeds (Irizarry & Welton, 2014; Villegas & Clewell, 1998).

On the contrary, thpreviously mentionedtudy by Sandilos, Rim#aufman, and
Cohen (2017involving over 600 teachers atlieir students revealed that teacktrdent
ethnic match or mismatch was not significant in association with academic growth. Their
research used ethnic match or mismatch as a variable in analyzing student academic growth,
which did not prove to be relaat. In my research, this literature promptedattgntionto
the racial mismatches between the two White teachers and their diverse students and the
manner in which it possibly impacted the so@gaiotional reading experience.

Reading motivation and egagement.One major element in the reading experience
for students is the motivation and engagement that teachers foster in their students.
However, it is often difficult to delineate between reading motivation and reading
engagement. As explained iretthefinition of termssection in the opening chapter, these
terms are often commingled and can be difficult to observe (Unrau & Quirk, 2014). Guthrie
(2004), along with colleagues Wigfiel&(thrie & Wigfield,2000) and HumenickJuthrie
& Humenick,2004) have extensively researched and written about reading motivation and
engagement. Reading motivation actually facilitates reading engagement, with motivation
activating behaviothatmanifests as engagement. This manifested school engagement is a

critical factor in whether children from poverty even stay in schooh(B Rock, 1997).
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Specifically in reading, engagement can overcome traditional obstacles to
achievement (Guthrie, 2004). Research by Guthrie (2004) demonstratéelybatolds
whose family background was characterized by low income and low education, but who were
highly engaged readers, substantially outscored students who came from backgrounds with
higher education and higher income, but who themselves were less engaged (palers
Guthrie and Barber (2019) explaih however, that general motivational approaches are
applicable for all students regardlessiage, ethnicity, background, ability, and currently
existing motivation (p. 57). As Lee (2017) emphasizéBlack andBrown youth and youth
living in povertyo (p. 261) need to be understood ecologically so instruction can be
efficacious and relevant, which is possible if motivational appraaatiend to their
diversities.

Additionally, Tatum (2014), who has done extergiesearch on literacy of African
American male youthgallsfor the texts and literacy experiences to be meaningful and
relevant to these studedtives in order to intrinsically motivate and increase engagement in
reading, which is aligned with motivahal approaches for any student. For this study, the
focus was on the teachéettempts to motivate, which can be internally and externally
driven, and engage their diverse students in readipgesent what the literature says about
teacher8eliciting reading motivation and engagement in their students, with an
understanding that the practices would be applicable in personalized ways for the students in
this study.

When discussing the teacberole in promoting reading motivation, the dispositlona
and emotional aspects the teacher brings to the classroom during the reading block are key.
According to Unrau and Quirk (2014), facilitators of reading engagement include contextual
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elements, selbeliefs, and intrapersonal factors. Guthrie and Wigiii2000) explaied

fiReading motivation is the individualpersonal goals, values, and beliefs with regard to the

topics, processes, and outcomes of reaipgd05). Motivation can be intrinsistemming

from excitement, interest, enjoyment, and aréd® interact with an activity. Motivation

can also be extrinsic, driven through the desire to receive external recognition, rewards, or

incentives. Selefficacy in reading can influence reading motivation too. Finally, Guthrie

and Wigfield (2000) eplainedthat reading motivation can also be influenced by social

interactions such as sharing books with peers or participating in learning communities.

Notice that much of this motationis not observable in students other than in the degree and

waysthey engage in reading. Teachers can attempt to increase shuuaintation and then

theoretically, results would reveal themselves observationally through reading engagement.
The processes and contexts that influence engagement and reading outcomes

according to Guthrie and Wigfield (2000), as well as Guthrie and Humenick (2004) include:

(a) utilizing learning and knowledge goals, (b) engaging inweald interactions,

(c) providing autonomy support and student choice, (d) incorporating interesstisg t

(e)implementing strategy instruction, (f) applying praise and rewards, (g) leveraging

evaluation, (h) infusing teacher involvement, (i) ensuring collaboration for reading, and

() coordinating instructional processes coherently. More recentlyri€atid Barber

(2019) identified collaboration, relevance, choice, success, emphasizing importance, and

thematic units as best practices for motivating students to read. For this study, the focus was

on the sociaemotional experience in readirand tweeing out the elements that are social

emotionally focused rather than instructionally focused was important yet difficult due to

overlap. The literature divulges major themes for motivating, and therefore engaging
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students in reading, which highlight tleesocialemotional points. These themes included
the classroom environmermmcorporating student interest, choice, and autonahegy
utilization of cooperative interactionand the level of teacher enthusiasm for reading.

Classroom environmengarly work by Nancy Cecil (1987) claimed the need for an
affective approach to reading instruction. What she meant by this was that reading
classrooms need to be happy environments where students feel valued and accepted, which
can be fostered through teacisémdent relationships. She stated that the most inviting
classrooms had plenty of praise and appreciation, teachers and students frequently laughed
together, there was eye contact between individuals speaking to each other, inside jokes were
shared betwen teacher and pupils, and there was a spirit of catiperrather than
competition.

In a 2008 largescale study by the National Institute of Child Health and Human
Development (NICHD), instructional and emotional aspects of reading and math were
investicated to determine the impact on achievement and achievement trajectories of over
1,300 student@Pianta et al., 2008)The results highlighted the importance for students to
feel emotionally comfortable and supported in the classroom. The researdherstofly
called for a change in practices and policies adopted in our schools and classrooms:

That emotional quality of the classroom setfirtpe warmth of adwuthild

interactions, as well as the adokkill in detecting and responding to individual

children need8d was a consistent predictor of both reading and math skill growth

confirms theoretical frameworks emphasizing the importance for child development
of relationships with adulés even beyond early childhoddand frame the need for

practices anddgicies that emphasize not only instruction but also relationships, a

conclusion that has both theoretical and empirical support. (Ritata2008,
p.393)
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Creating an atmosphere of joy during the reading block hapaigento be
beneficial forstudents. In Milles (2015) work with urban, diverse fourth grade students,
she found that when she worked to create an environment in which joy was experienced by
students as readers there was increased reading enjoyment based on théstittesntnd
oral reflections and discussions of their reading perceptions. Student progress as readers will
be limited if we are not explicitly promoting joy in reading (Routman, 2014). As previously
discussed in the section describing reading in urban elemetaasyooms, Kohn (2010)
arguel that focusing on higistakes testing through test prep, extrinsically rewarding reading,
and quantifying reading kills stude@taotivation to read.In contrastwhen students enjoy
reading, they typically score higher aading proficiency tests (National Center for
Education Statistics, 2017) and that should be the aim. As Routman (2014) cféirtred,
joy is there, we can teach just about anything to our stuugnt$17).

In the research that developed the Classréssessment Scoring System (Center for
Advanced Study of Teaching and Learning, 2017), researchers highlighted this concept as the
positive climate and negative climate observable in the classroom. Positive climate involved
elements such as the physicaebymity between the teacher and students, smiling and
laughter displayed by the teacher, positive comments made by the teacher, and respect given
to the students through language, voice, and listening. On the other hand, negative climate
included factorsuch as the teacher displaying irritability or anger, yelling or threatening,
and using derogatory language or humiliation. The creators of this teacher assessment tool
concluded after thorough research that effective classrooms with student achiexdmient
positive climates.Elementsof positive and negative climate were focused upon in this study
to understand the sociamotional experience facilitated by the teacher participants.
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Student interest, choice, and autonoridyhen considering motiviain, most first
think of interest (Guthrie & Barber, 2019). Overall, students are more motivated and
engaged in reading when student choice, based on personal interest, is incorporated
(Francois, 2013; Guthrie & Barber, 2019; Kibgckman, 2013; Kohn, 2@t Miller, 2015;

Peck, 2010). Factors identified by Guthrie and Humenick (2004) that influence text interest
for students include visual layout, anticipating difficulty, relevance to students, and
connection to activity in the classroom. The Internatihitaracy Association (2018) state
through studenésiagency for selecting books of personal relevance and interest, we increase
studentémotivation for reading as a practic@. 5) and therefore, encourage stud@nts
independent reading in classrooms.

Student interest, choice, and autonomy also involve what Pianta, Hamre, and Allen
(2012) describe a®gard for student perspective$his occurs when teachers favor
student8interests and motivations over their own, when teachers follow the stolgeats
and when students have a formative role in the classroom. Factors indicating regard for
student perspectives by a teacher are showing flexibility, encouraging student ideas,
connecting content to studedlives, allowing choice and opportunities fleadership, and
holding a relaxed structure for movement (Center for Advanced Study of Teaching and
Learning, 2017).

In one study, Quest, an urban elementary school that underwent reform work in order
to improvetheir reading and academic achievemexpegienced drastic increases in student
motivation and engagement in reading through the use of ingagyd lessons and units
(Peck, 2010). The freedom for students to choose the topics of lessons and units, and
furthermore what they were reading, prdatpa struggling school in reading to become an
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awardwinning school. Allowing choice can be very powerful. On the other H&tddents
who have almost nothing to say about what happens in class are more likely to act out, tune
out, burn out, or simplgrop oud (Kohn, 2010, p. 19).

Cooperative interactionsSocial experiences about reading consistently demonstrates
beneficial outcomes. As the International Literacy Association (2018) egptwacher
facilitated opportunities for studentsreeaningfully discuss, evaluate, and reflect on their
independent reading are essential in effective utilization of independent reading. The
association statke iWhen students talk around text and confer with the teacher and each
other, independent readiibbgcomes accountable and authenfjic 6). Additionally,
expansive work by Slavin, Lake, Davis, and Madden (2011) reviewed and synthesized 97
different studies that were conducted on the effectiveness of programs for struggling
beginning readers. Theirork had specific criteria for qualifying studies which included
studies with an experimental group and a control group, a duration of at least 12 weeks, and
involving at least 15 students and two teachers or tutors in each treatment group. The
synthesi®of all these studies concluded that the most successful programs were ones that
either involved on®n-one work or programs that worked to improve classroom instructional
processes in the regular classroom. One element that was included in the classroom
improvement programs was cooperative learnifige oneorn-one programs may be
successfutiue to the individualized attention and close relationship that is developed
between teacher/tutor, which would align with the teashadent relationship topic
discuissed aboveTheclassroom improvement programs with the inclusion of cooperative
learning points to an additional element. It is clear that incorporating cooperative learning
means getting students more engaged with each other and the activity of (Gadimge &
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Humenick, 2004; Guthrie & Wigfield, 2000; Strommen & Mates, 2004; Turner & Paris,
1995).

Multiple studies have shown that incorporating small groups that talk about texts
leads to further student reading engagement (Francois, 2013; Hill, R@g3Dickman,
2013; Miller, 2015). A study that focused on fourth graders in apaylerty school
demonstrated that studedteading engagement was sustained through the use of book clubs
and student discourse about books (Hill, 2013). While thisaddhlt confined to curriculum
requirements and a focus on testing, the implementation of these cooperative learning
practices allowed them to beat the odds. In another study of urbapdughy secondary
students, multiple practices were implementet ted to their improved reading scores as
well (Francois, 2013). The implemented practices enhanced the studadiag
engagement through book discussions, social engagements around texts, and book
recommendations, which are supported in other titeeaas well (Francois, 2013; Hill, 2013;
King-Dickman, 2013; Kohn, 2010, Miller, 2015). The principal also held monthly book
clubs. Over time, students began seeing reading as a time to relate to each other and shape
their identities. When students daawve meaningful social interactions with classmates
about the texts they read (Miller, 2015), engagement in reading can flourish. The power of
cooperative interactions on increasing reading engagement is very obvious here. Guthrie and
Barber (2019) suggsedthe following possibilities to implement collaboration in reading:
f(1) reading as partners or in small groups, (2) exchanging ideas and sharing expertise,
(3) studentled discussion groups, (4) book talks, (5) team projects such as arpakieg

activity, and (6) peer feedbagkp. 57).
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Teacher enthusiasm for readinés Kunter Frenzel, Nagy, Baumert, and Pekrun
(2011) explained, enthusiasnfian affective, perseapecific characteristic that reflects the
subjective experience of enjoyment, é&nient, and lpasure (p. 290). The level of a
teache®s enthusiasm for reading has demonstrated an increase in shueleditsg
motivation and engagement, leading then to increased achievement. In alignment with
Bandurds (1971) social learning theoayd the concept of learning through what is modeled,
the significance of the teacliemodel in reading is highly influentjaccording to the
literature. In fact, there is statistical significance in students who had inspiring teachers in
reading goingn to become enthusiastic readers themselves (Applegake 2014). As
explained in the definition of enthusiasm used for this study, enthusiasm can be categorized
as displayed enthusiasm or experienced enthusiasm. Displayed enthusiasm involves the
teachets energy, teaching style, gestures, and facial expression. Experienced enthusiasm is
demonstrated through an expressed enjoyment or excitement for something or through a
teacheds habits or routines. Research supports both of these typethakiasm in
prompting studenésmotivation and engagement.

Displayed enthusiasm encompasses the te@&cbeerall emotion in the classroom.
This can also be viewed tesacher affegtas labeled in the CLASS teacher assessment tool
(Center for Advance&tudy of Teaching and Learning, 2017), which defteesher affect
as the teaché smiling, laughter, and enthusiasm. One dilemma in research regarding the
impact of teachetglisplayed enthusiasm on studémmtivation, enthusiasm, or academic
achieement is that younger students are not always cognizant of the infiplaetteachds
enthusiasm in relation to their own emotions, behaviors, or efforts. Therefore, research in
this area of enthusiasm is lacking for elementary students. Howevereirstidents there
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are significant findings that correlate positive displayed enthusiagmeducational
achievement.

Patrick, Hisley, and Kempler (2000) reviewed two studies in this area. One study
involved a questionnaire given to students which rededlat students report high intrinsic
motivation towards a subject matter when the teacher is portrayed to have an enthusiastic,
energetic teaching style. The second study utilized a controlled expennenith half of
the participants received informi@n or instruction without nonverbal enthusiasm and the
other half had instruction with nonverbal enthusiasm. Nonverbal enthusiasm in this study
included: (a) vocal delivery with variation in pace, volume, and intonation, (b) eyes that open
wide andflight upo (c) demonstrate gesturing, (d) frequent large body movements, (e) facial
expression of emotion, and (f) a high level of overall energy and vitality. Findings
demonstrated that the students with the teacher applying displayed enthusiasm cgnsistentl
reported greater intrinsic motivation toward learnigugd after instruction incorporated with
high enthusiasirthe students reported more feelings of being energized and alert than
students with the less enthusiastic teacher. These findings revpak#ilele impact of
displayed enthusiasm on students. As they concluihng, consistent evidence, from
both the laboratory and the classroom, [suggests] that when a teacher exhibits greater
evidence of enthusiasm, students are more likely to be steeleenergetic, curious, and
excited about learningp. 233).

Experienced enthusiasm is reflected in Gam@r€ll996) statemenfiOne of the key
factors in motivating students to read is a teacher who values reading and is enthusiastic
about sharing bbve of reading with studertiigp. 20). The concept of the teacher being an
enthusiastic reader and demonstrating that to his or her students is very impattémng
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concerning that statistics demonstrate low percentages of education majorssireccks
enthusiastic readers (Applegateal., 2014). It is vital that we understand the importance of
the teachds role in modeling a love for rdeng and how this can be done.

Literature suggests that this happens when teachers share thexmeviences of
reading and emphasize the way reading enriches their lives (Gambrell, 1996; Routman,
2014). Demonstrating enthusiasm about reading and reading aloud to students are other
ways teachers can demonstrate a positive model for reading (Apptghte2014;

Benevides & Stagg Peterson, 2010). As the International Literacy Association (2018)
explaired iWhen teachers read aloud, their actions demonstrate that they value reading; a
key component in motivating students to read is a teacher whdhesesaehloud to
demonstrate enthusiasm for reading and to model reading pra¢ficdy. Teachers can

also encourage students to make text content deeply rewarding by modeling behaviors of
curiosity, seeking to understand a text richly (Guthrie &euaick, 2004). When teachers
demonstrate this enthusiasm and model their enjoyment of reading, students too can be
motivated to read enthusiastically.

Keller, Hoy, Goetz, and Frenzel (2016) found that factors of tedhers and
school context influence teach@esithusiasm overallSome of these factors are controllable
while other factors are not. These researchers also identified that teacher enthusiasm
correlates with quality of instruction and student outconidss relates to what McKool and
Gespass (2009)xd foundwhen they state filt is important to understand that our own
personal reading attitudes and beliefs do influence our instructional practices in the

classroom. Knowing this, teachers must make atgreffort to establish their own
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connection to and passion for readifp. 273). It is critical that eacherarecognizant of
these factors and how they influence their own enthusiasm.
Anticipated Relevant Theories

Although narrative inquirers have be alert to theories skewing or placing blinders
on a study before and during the data collection and analysis, there are theories that related to
the literature which | anticipated to be relevant as | prepared for this study. These theories
included are theory, critical sociocultural theory, and social learning theory. In Chapter 4,
after sharingthé i ndi ngs of this study, Irelevhincetothes s t h e
results.

Care theory. One theory connected to the literature anticgrated in this study was
Nel Nodding$care theory. In general, care theory outlines the need for moral orientation in
our interactions with others. Years ago, this morality funneled through religious perspectives
and normsnow it is viewed as elem&nof good citizenship and development of good
character (Noddings, 1988). This theory identifiesftteeredford and theficareo who are
involved in the caring relationship (Noddings, 20P612). While there is a need for the
caredfor to identify theact or relationship as caring, once this is established these relations
with a caring teacher set a foundation for everything the teacher and student do;together
without this care the fundamental needs that are critical for cognitive processing ar¢ not me
(Hachey, 2012; Noddings, 2005, 2012). As Noddings (20123dstatdimate of care needs
to befiunderneath all we do as teachers. When that climate is established and maintained,
everything else goes bettdp. 777). Whether teachers realize it ot, tioey are moral

educators and have an impact on meeting studleassc needs (Noddings, 2012).

101



As previouslymentioned, the carefdbr individual needs to view the relationship as
caring in order for the care to be influential (Noddings, 2005). ReségrZee, Koomen,
and Van der Veen (2013) focused on how the quality of stiidanher relationships affects
students, specifically looking at the relationships as viewed by studardsstudy
investigating 8,545 sixth grade students throughout 38&oésin 1001 different classes in
the Netherlands, findings demonstrated that in positive relationshgpsotivational beliefs
of students fullyaligned withthe closeness of the relationship ttety reported. Urdaand
Schoenfelder (2006) also fod thatfiteacheicaringdhad a direct effect on student attitudes
towards academic and social goal pursuits 340).

In a caring relationship the carer is attentive and receptive to the needs of the cared
for, which, for teachers, means looking beydmel ¢urriculum to hear and understand their
studenténeeds. Nieto (2012tatel, fiTrue teaching must be accompanied by a deep level of
care in order for learning to take plag¢pe. 29) and hooks (1994gldthe same position in
stating,fiTo teach in ananner that respects and cares for the souls of our students is essential
if we are to provide the necessary conditions where learning can most deeply and intimately
begird (p. 13). This coincides with the work of Ormrod (20&&plainingthe fundamental
human need for people to gain love and respect of others for relatedness and belonging. |
anticipatedhatcare theorynight berelevant to this investigation given the focus on the
teachergfacilitation of socialemotional aspects during the readingckloin their
classrooms.

Critical sociocultural theory. The second theory aligned to the literature and
considered as a possibility in this research was critical sociocultural theory. In my study, this
theory mostly connected with the perspective afletit learning. Before entering the
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specific classrooms in my study, | knew the students were racially, culturally, linguistically,
and economically diverse. Unfortunately, literature explains diverse students are often
served in environments that do make these factors into consideration and are even more
unlikely to leverage their diversity for learning. In fact, as Irizarry and Welton (2014d,state

Most often, school reform policies target urban schools without ever consulting the

students and faiftes the institutions serve. Without the perspectives of youth of

color we can never really know anything about their schooling experiences or respond

appropriately to meet their educational needs. (p. 251)

Instead, these students are typically viewegrablems that need to be fixed. Furthermore,
the purpose of schooling from the perspective of communities of color typically reflect the
powerof the state, which is run by Whites, to assimilate students and famili¢aento
dominant culture by askinpem to forfeitfitheir languages, literacies, cultures, and histories
in order to achieve in schooléAlim & Paris, 2017, p. 1).

With all that said, critical sociocultural theory stands up to deficit views and
dominance of Whiteness. There is an undedstey that students bring their histories to
learning and the learning that occurs shapes histories to come as well as future learning.
Researchers and theorists Moje and Lewis (2007) established the critical sociocultural
perspective, which reflects whewey (1986kad about experience being education. Asset
pedagogies such as culturally relevant pedagogy (LaB#lbmgs, 199%), culturally
responsive pedagogy (Gay, 2010), and culturally sustaining pedagogy (Paris, 2012) all align
with critical sociocultural theory through an approach to teaching that uses s@idestas
strengths for learning.

Additionally, critical sociocultural theory and these pedagogical approaches foster a

positive social and emotional experience. When a @hddlure is acknowledged and
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honored, that child generally feels welcome and safe in the environment. It also leads to a
sense of pride and agency. Bourde(1977) work on cultural capital, which also captures
the essence of this theory, similarly recogsitee homés cultural experiences as facilitator

to not only a chilé academic achievementjttalso adjustment to school.

This background on critical sociocultural theory led me back to the students in the
classrooms | would enter into and the possitfleence of this theory on my study. As an
inquirer within this setting, | embarked in the research with an understanding ahehat
literature says about how diverse students need to learn. | understood that this theoretical
stance and these pedaga@djipractices enhance diverse stud@le@rning, as well as social
emotional experiences, making it clear why | believed this thearktrplay a role in my
study.

Interestingly enough, after conceptualizing critical sociocultural theory as possibly
relevant for my research,discovered.eets (2017) work calling for an ecological framework
through culturally sustaining pedagogy. As demonstrated above, culturally sustaining
pedagogy is encompassed in critical sociocultural theory. Lee emphtiszeeedo merge
these pedagogies and theories. &beexplairedthatindividuals learn and develop in
environments and in cultural communities. Educators need to recognize that the classroom is
one of those environments and communitigaderstandin@f thehistorical and current
cultures of our students and their environments beyond our classioalss required This
confirmed my anticipation of critical sociocultural theory playing a role, in addition to using
ecological human development theory asemthtical framework to approach this study.

Thewords of Moje and Lewis (2007) left me hopeful to observe critical sociocultural
theory in my study:
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Critical sociocultural perspectives may be the only available tools for demonstrating

how childreris oprtunities to learn are both supported and constrained by the role

of power in everyday interactions of students and teachers and by the systems and

structures that shape the institution of schooling. (p. 16)

Social learning theory. Albert Bandurés social learning or social cognitive theory
is pertinent to theocialemotional aspects of learning, leading me to anticipate social
learning theory in this study. Bandwstatel that learning is socially constructed based on an
individualGs interactios and experiences rooted in social systems. The notion of efficacy
drives this theory and focuses on three forms of efficacy or agency (Bandura, 2001, 2002;
Kim & Baylor, 2006). Those includeersonal agency, proxy agency, and collective agency.
Each ofthese modes are active every day in individiives as they develop and function in
social contexts.

Personal agency.The idea of personal agency includes the control that a learner has
over his or her learning. As individuals pursue their persayei@y they can increase their
self-efficacy. Cognitive, motivational, affective, and decisional process can all be influenced
by seltefficacy beliefs (Bandura, 2002Yarying levels of seHefficacy influence the way
individuals thinks about themselvesltregulate, motivate themselves, and make choices.
In addition filn social [learning] theory efficacy beliefs are not confined solely to judgements
of personal capabilitiégBandura, 2002, p. 271). Bandura expdaitearning and
development to comdirectionally from social structure and personal agency (Bandura,
2001). This leads to the explanations of the following two agencies.

Proxy agency.We do not always have control of our learning and development. As

Bandura (2001) state

In many spheres of functioning, people do not have direct control over the social
conditions and institutional practices that affect their everyday lives. Under these
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circumstances, they seek their wiedling, security, and valued outcomes through the
execise of proxy agencyp. 13)
Sometimes the learner is aware of their proxy agearay other times o1@e proxy agency
can be unconscious. Learners are in environments where they may not be as competent as
others. They search for models in their sos@tings to gain knowledge, skills, or strategies
in order to accomplish what they desire (Kim & Baylor, 2006).

Collective agency.This type of agency comes through group involvement.
Individuals are constantly involved with others around them im &varyday lives.
Collaborative knowledge, skills, and resources are pulled togettidgroups of people
develop collective efforts and goals within a social system. Through collective experiences,
individual beliefs are influenced in ways that guideit future efforts, collaboration, and
endeavors (Bandura, 2002).

The findings taken as a whole show that the stronger the perceived collective

efficacy, the higher the groupaspirations and motivational investment in their

undertakings, the strongereih staying power in the face of impediments and
setbacks, the higher their morale and resilience to stressors, and the greater their

performance accomplishmen(Bandura, 2001, p. 14)

Sodal learning theory in the classroomStudents in classrooms are different.

They too learn through social settings and modeling (Roblyer, 2016). There is an
understanding that students in classrooms have their own personal admndies social
system of the classroom also ignites studigrsxy and collectiveagencies. The proxy
agency is demonstrated through stud@nisiing to teachers as models. The collective
agency developed through studégi©up dynamics and cohabitating in a classrizosocial
setting cannot be denied. Bandsramplications foréachers are to recognize the

importance of their modeling and to realize that students often imitate what teachers do rather
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than doing what teachers say. In féintpst of the behaviors that people display are learned,
either deliberately or inadverteptithrough the influence of exampléBandura, 1971p. 5).

Specific to reading, research demonstrates that teachers who love reading have
students with higher reading achievement than those students of teachersnehloade
those feelings about reading (Lundberg & Linnakyla, 1993).supported by social learning
theory, the modeled motivation and engagement of a teacher in the area of reading can be
very influential. Additionally, the social learning theory is retibetin the study by
Applegate et al. (2014yvhichexplains the recursive cycle of students who are uninspired to
read becoming teachers who produce more uninspired students. The love of reading is never
gained due to what they céilThe Peter Effegb which refers to a Bible story about not being
able to give what you deothave. Statistics afgesentedhat demonstrate low percentages
of education majors who are classified as enthusiastic readers. Those who are enthusiastic
readers recall teachersatbng aloud to them, having choice in reading, and teachers who
encouraged discussion of books. Specifically, 64.6% of students who had inspiring,
enthusiastic reading teachers went on to become enthusiasticrégogegate et al., 2014)
At this poirt, therationale for why social Erning theory was anticipated shoulddi®ious.
Research demonstrates that individuals learn through modeling and examples set before
them as this theory explains. | anticipated that kgifforming reading teachers yna
exhibit their own sociaémotional aspects of reading, promoting these aspects in their
students for proficient reading.

Conclusion

As the summary of literature comes to a close,ifhjgortant to understarttie

research that leads up to this currentlg. However the narrative inquiry methodology
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used in this study is guided by the participésteries, not the previous literature or theory.

As the inquirer, | gained knowledge of this foundational literature but was committed to

being opemindedand wakeful in this research journey. In the following chapter, the
research methodology for examining this topic in a meaningful, appropriate manner is further

explained.
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CHAPTER 3
METHODOLOGY: MAPPING OUT THE STDY

In 2003, the United NatiornSeneral Assembly launched 2003 to 2012 as the Literacy
Decade fjUnited Nationd.iteracy Decad® 2003). It was statethat, iThrough literacy, the
downtrodden could find their voice; the poor could learn how to learn; and the powerless
could empower thene$ves (United Nations, 2003, para. 5). This demonstrates the global
guest of literacy for all. The U.S. education system measures literacy abilities through high
stakes reading assessments. As previously discussed, in 2017, urban cities acrossyhe coun
had only 32% of fourth grade students and 32% of eighth grade students reading at or above
the proficiency level on these assessments (National Assessment of Educational Progress,
2017). Whileit is problematic to base notions of proficiency on hitgikes assessments
(Applegateet al.,2010; Jennings & Sohn, 2014; Zhao, 2018), our country values these
standardized testand it is obvious that a majority of students in urban cities are not
demonstrating reading success. With legislation passingeémtreecadethat aim to hold
teachers and schools accountable for student performance on these tests, classrooms have
changed.

Today, growing numbers of classrooms are dreary places where tests have become
the only arbiters of excellence, and where teachers have become little more than
technicians not trusted to use their imagination, creativity, and education. It is rare
these dys to speak of the joy of teaching and learning, and even more rare to speak
of teachers as intellectuals. Rather tlgamning, joy andimagination the most

common words in teaching today have bectoasé prep, scores, DIBELS, data walls
andAYP. (Nieto, 2014, p. 3)

Despite adjustments by teachers, schools, and school districts over these years,
student proficiency rates in reading are still not revealing improve{fNatibnal Assessment

of Educational Progress, 201 7)ot only is this concerning for urban students in U.S.
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classrooms today, it is also concerning for these stuiilergs in coming days, months, and
years. As Layne (200$}ated fiLiteracy skills have always been a precursor to suocess
(p.5). The bw literacy proficiency rates of urban students in our country is not acceptable,
consistently scoring lower than suburban subgroups. Overall, the U.S. education system
seems to be setting urban students up for failure rather than success.

Like LadsonBillings (199%), who established the culturally responsive pedagogy
through her work investigating eight exemplary teachers of African American students, |
believe we need to learn from the teachers who are being succ@gsylurpose of this
narrativeinquiry study was to understand the experiences of two urban elementary teachers
defined as higiperforming by their studeristandardized reading test scores. Specifically,
this study investigated the ways in which teachers facilitated and navigaiaesodional
experiences foreaders.

The two teacher participants in this study did not fall into the norm. They were set
apart because their studégtandardized reading assessment scores demonstrated reading
success above classrooms and studargsniilar circumstances. As Hollins (2012) sthte
Aln low performing urban school districts and single low performing urban schools, there are
individual classroom teachers who provide meaningful high quality learning experiences for
their students andhose students perform well on multiple assessroépid?2). As a
narrative inquirer, | lived alongside these participants to understand the stories of teachers
(Clandinin, 2006) like those Hims (2012) was referring to.

| proceeded with annderstanding that teachéssories are shaped by their
experiences, knowledge, and lives, with their stories made visible in their teaching practices
(Connelly & Clandinin, 1999)The understanding of these stories may disclose teacher
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practices that &d to proficient reading performance by students on standardized
assessments. As highlighted in Chapter 2, literature reveals that theesaaiainal
experience of reading is critical for reading achievement (Francois, 2013; Kohn, 2010;
Routman, 2014; k#lan & Schoenfelder, 2006). However, literature does not adequately
investigate the holistic socieimotional experience in classrooms of hpgrforming
classrooms. Thus, | specifically focused on the teadhaesin the overall socisgmotional
experence during the reading block.

As stated in previous chapters, the task of understanding the meaning of their stories
and experiences was guided by one central question:

1 What are the behaviors, actions, and beliefs of-pigtiorming urban elementary

teaclers in navigating socia@motional experiences for readers?

The ultimate purpose was to learn from Rhggrforming teachers with students who
demonstrate higher reading success than others in similar contexts. With such concerning
reading scores of urbatementary students in the U.S., educators need to identify what the
successful teachers are doing. As a researcher, | understand there is a real need for finding
these answers in order to improve the reading proficiency rates of all urban elementary
students. Additionally, this knowledge can foster teaching practices, drive further research,
and reshape current educational and societal policy. Narrative inquiry can play an important
role in shaping such policies, as Clandinin (2006) diate

We must bable to answer thé&so whabanddvho careéquestions that all

researchers need to answer in their work. Narrative inquirers, too, must join the

conversations in which there can be educative dialogue between research, practice
and policy (p. 52)
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In thefollowing section | discuss why a qualitative, narrative inquiry approach was

chosen for this study. Thermptesenthe design of the study, including the setting,

participants, and data sources used, and how the data was managed, organized, and analyzed

| close with limitations and ethical considerations in this study.
Rationale for Qualitative Research

As Creswelland Poth(2018)stated qualitative research is used

when a problem or issue needs to be explo

understanding of an i ssueéwhen we want
stories, hear their voices, and minimize the power relationships that often exist
between a researcher and the participants in a.judb)
Regardless oivhether a study igualitative or quantitative, a researcher ng@édslo
what makes sense and report fully on what was done, why it was done, and what the
implications are for findings(Patton, 2015, p. 92). Qualitative research is characterized by
the natural setting, thresearcher positioning themselves in the study, gathering several data
sources, gaining participadtsultiple perspectives and nreags, and seeking to understand
the issue or topic holistically (CreswéllPoth, 2018). In my case, qualitative reseantdde
sense in order to truly understand this topic and the work ofgedglerming urban
elementary reading teachénavigation of sociakmotional reading experiences for students.
The indepth examination of phenomena afforded by narrative inquirytiveasnly way to
understand the daily, ongoing experiences of{pigtiorming teachers. A snapshot would
not suffice but a longterm research experience in these classrooosd reveal authentic

data that can inform and transform. Unlike quantitatigeaechers, qualitative researchers

delve into the lives of people, making it personal. In the attempt to understand the practice
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and navigation of teachers, it is necessary to get personal. These taaohens their
classrooms is driven by their peral lives and therefore, | made it personal.

Working within a qualitative transformative research paradigm, which seeks to
address social oppression and advocate for marginalized populations (G281l
Creswell & Poth, 2018 order to change the world in positive ways (Denzin & Lincoln,
2011), I investigated socikaimotional reading experiences in two classrooms of marginalized
students in urban elementary schools with fpghforming teachers. In doing so, | aimed to
undestand teache@soles in creating favorable experiences of reading in these contexts.
Reflecting elements of the constructivist paradigm (Creswell, 2014; Creswell & Poth, 2018)
as well, this research encompassed the view that reality is socially ctesterophasizing
theimportance of the participaritgoints of view (Mertens, 2015).

As the narrative inquirer, | was positioned as part of the research landscape
(Clandinin, 2006, 2013a), leading to a product that both participants and | molded (8an Ped
& Kinloch, 2017). This collaborative approach accepted the call for research to be
humanizing, described as relational and valuing péegkeries, especially those of
marginalized communities of color (San Pedro & Kinloch, 2017). For marginalized
populations, narrative inquiry is a liberating approach, giving them a voice through their
stories (Irizarry & Brown, 2014; Kinloch & San Pedro, 2014). | concur with Irizarry and
Brown (2014) thatft he educati on offered t odescabedasyout h
dehumanizing and oppressof@. 63). Humanizingand liberatory approaches are necessary,
where the researchers believe those involved are the knowledge experts about their
experiences and stories (Irizarry & Brown, 2014). | intentionally pursued the narrative
inquiry methodology to leverage a transfatiae study in urban schodlsatare often
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dehumanized. | further elaborate on the specific qualitative methodology applied in this
study, narrative inquiryn the following section
Narrative Inquiry

Narrative inquiry aims to understand teacbéved experiences and shares stories of
those experiences (Connelly & Clandinin, 1999). Narrative inquiry is a research
methodology that was created by Clandinin and Connelly when other methodologies were
not capturing what they set out to: deoroughly undetanding teachers and teaching
experiences through time and contexts. It is different from simply using narrative techniques
to represent or present findings. In fact, Clandinin and CoriedéR{00) definition statk

Narrative inquiry is a way of undeamding experience. It is collaboration between

researcher and participants, over time, in a place or series of places, and in social

interaction with milieus. An inquirer enters this matrix in the midst and progresses in

the same spirit, concluding tiequiry still in the midst of living and telling, reliving

and retelling, the stories of the experiences that made up pebpés, both

individual and social. (p. 20)

This methodology interweaves narrative ways of thinking about phenomena with the
actual narrative story of the observed phenomena (Gatiag 2013; Clandinin, 2006). As a
narrative inquirer, this approach requires researcher and participant to enter into relationship
alongside each other (Caiaeal.,2013). As with any social reseér, there are no final
truths, only research claims that are culturally and contextually bonded (Carspecken, 2013)
and that come through experience (Dewey, 1938). As modeled by Connelly and Clandinin
(1999), Clandinin et al. (2006), and other narrativiirers (Cainet al.,2013; Clandinin &
Murphy, 2009; Gutiérrez & Penuel, 2014; Phillion, 2002), narrative ingipgimary

function involves facilitating understanding about teadhswies.
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In this study, narrative inquiry methodologies have aidesharing teachedstories
of navigating the socis@motional experience of reading. Since stories are composed
through the teache&ilves, knowledge, and experiences, and then made visible in their
practices (Clandinin et al., 2006), exploring the teactmisaviors, actions, and beliefs aids
in understanding their stories. Living alongside these teachers through a narrative inquiry
approach was the most meaningful way to deeply understand their stories and to get at the
heart of understanding the soe@hotional reading experience they navigate. As the
inquirer, | felt and experienced within the authentic context through thisagprwhich led
to the ability to understand and make meaning. In alignment with @e\E386) notion of
fithe organic connection between education and personal expeérijpn2d7), experience
was the essence of my research. As narrative inquireraltimgside their participants and
experience stories together, narrative inquiry must be recognized as a relational
methodology.
A Relational Methodology

As Dewey explained, experience involves people in relation contextually and
temporally (Dewey, 1986and narrative inquiry is the study of experience (Clandinin &
Connelly, 2000). Relationships are unavoidable and are actually the goal of this
methodology. Without relationships, this methodology is nonexistent. As Claadithin
Connelly (2000) very clety pointedout, fiNarrative inquiry is an experience of the
experience (p. 189).

Understanding relationships. One side of narrative inquiry calls for inquirers to
search for an understanding of relationships. These relationships are naturally occurring
around us within a thredimensional landscape. Wakefulness to these relationships and the
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landscape is necessary. In the field there are the stories of our participants and stories of
others in relation with them. These lives play out-figeaide in elation and the inquirer
needs to gain an understanding of these lives and st&imaply gaining an understanding
of other$relationships is just a sliver of narrative inquiry. In fébtarrative inquiry is
people in relation studying people in taaod (Clandinin & Connelly, 2000, p. 189),
meaning the inquirer is also in relation.

Being in relationship. To reiterate, not only do narrative inquirers strive for an
understanding of relationships within the experience and stories they obsenarethisp a
part of the relationship as a researcher. Narrative inquiry requires a relational stance. Living
alongside participants necessitates relationship between the inquirer and the participants.
Being close to participants may allow inquirers tdenstand and relatbut it can also bring
tension. There is an ethical responsibility to respect and honor the particgtanes
throughout the inquiry process and beydmndt there are times when there may be stories that
bump up against each othérhe inquirer has his or her own stories. | had and will continue
to have my own stories as the inquirer of this study. | was aware of ttadw thatmy
stories mighbump up against the participadssories or the stories in the classrooms

As notedin Chapter 1, Clandinin and Connelly (2000) diseddke research of
JoAnn Phillion who had her own personal stormnceptualizingnulticultural teaching
Her stories bumped up against what she was seeing in her research of a multicultural teacher.
As Clandinin and Connelly (2000) stat@hillioné experience of tension at the boundaries
is important to all of us as we think through our narrative inquiries and become
autobiographically conscious of our own reactions to our ark46). Beingn
relationship means that | needed taabéobiographically conscious$o see how stories
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merged or bumped, while maintaining the relationship with my participants. More about my
own autobiographical consciousnes®igplainedn the section explaining my positionality
as the researcher.

Lave and Wenger (1991) propodeditimate peripheral participatioas learning
situated within communities of participants. For educational and schooling purposes, they
hoped that this appach wouldfiinform educational endeavors by shedding a new light on
learning processes, and by drawing attention to key aspects of learning experience that may
be overlooked (p. 41). The relational methodology chosen for this study aligns with these
hopes of Lave and Wenger. My participation with these teachers and their classrooms
allowed an intimate relationship to develop so that aspects of learning experiences could be
studied. Kinloch and San Pedro (2014) exéstttlis idea in projects with dehumaad
populations which they cafrojects in Humanizatio(PiH). Through critical listening and
storying cecreated narratives, they explain their projectsiaith and noton or aboutyouth
participant® (p. 22). My involvement in the context of thessroom community allowed
me to speak about the stories of these teachers and their navigation eésmtiahal
experiences for their readexith these teachers in a humanizing manner
Stories

Importantly, narrative inquiry recognizes that we livestories and we live by stories
(Clandinin, 2013a; Clandinin & Connelly, 2000; Lave & Wegner, 1991). Stories are shaped
by us and we are shaped by stories. There are plotlines that we are impacted by and
plotlines that we impact. Narrative inquiry inves the understanding of these stories.

Individuals are living in a variety of stories, two of which | discuasthe following section
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Institutional stories. Institutional stories involve the stories of school (Clandinin,
2013a; Clandinin & Connell)2000). The experiences of school impact the plotlines and
stories of those involved in schools. School leaders, teachers, support staff, students, and
student families are all part of the school or institutional stories. While these individuals are
influenced by the stories that play out within schools, they are also involved in the creation of
these stories. Institutional stories also include the school system, structural hierarchy,
political dynamics, and bureaucratic influences. These stories esdlat | was alert to in
this study as they played a role in the plotlines of the teat$terses.

Personal stories.Experiences and individuals also have personal stories. These
personal stories come from early experiences, current living, or whkeeagengoing
(Clandinin, 2013a). Not only do participants have personal stbaésquirers also have
personal stories. Narrative inquirers have to be wakeful to their own personal stories and
how their stories are evolving throughout a study, whie &cusing on the personal stories
of their participants. The interweaving of the participdatsl inquireds stories tells more
about each persé@mpersonal story and illuminates further understanding about how stories
are constantly changing and haneend. This emphasizes the relational essence of narrative
inquiry (Clandinin, 2013a; Clandinin & Connelly, 2000). This unfolding of intertwined
stories was also somethiagout whichl was constantly cognizant and reflective astime
in the field plared out.

Three-Dimensional $paceor Commonplaces

Narrative inquiry incorporates a thrdemensional space afiteraction continuity,
andsituation(Clandinin & Connelly, 2000), which are also named commonplaces, labeled as
sociality, temporality andplace respectively (Clandinin, Pushor, & Murray Orr, 2007). All
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of these dimensions are involved in the observed experiences (Clandinin, 2006, 2013a;
Clandinin & Connelly, 2000), whether explicitly seen or waiting to be discovered. In fact,
awareness ohese commonplaces directly aligns with the theoretical framework of
ecological human development theory, which guided this study. The necessity of
understanding the bigger picture rather than isolated fractions of life or stories requires
inquirers to undrstand the thredimensional space. Each dimension within this three
dimensional space is explainedTiable 31.

Table3.1

Threedimensional Space

Dimension in the Explanation of Dimension
ThreeDimensional Space
Interaction or sociality Includespersonal and social conditions that are ever

present (Clandinin & Connelly, 2000; Clandimhal.,
2007). Personal conditions could include desires, fea
reactions, dispositions, and the like. Social condition
include the context and environment, adgsforces, and
dynamics between participants and inquirers.

Continuity or temporality Includes influences of the past, present, and future.
Recognizes that people, places, and events are alwe
transition (Clandiniret al.,2007) and inquirers enter
the midst of stories (Clandinin, 2006).

Situation or place Sees stories in the context of a place or circumstanci
(Clandinin & Connelly, 2000). Takes special note of
location and the impact it has on the experience
(Clandininet al.,2007).

Any study involves temporal dimensions, with pers@mal social influences, which
arecarried out within a place. Within this thrdemensional space there are tensions of
context, temporality, people, action, and certainty. Collaboratively, interactatinuity,

and situation create the landscape for the experiandeit is important to recognize that the
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inquirer is positioned in this landscape as well. The landscape is shaped by the, idirer
the inquirer is shaped by the landscape.

Following this explanation of narrative inquiry, | continue with the design of this
study. The purpose of narrative inquiry and its founding perspectives allowed the design to
naturally evolve. This design honored #pproach ofearning from otheGstories and
experiences throughreedimensional spacand the closely aligned theoretical framework
of experience and ecological development.

Field Texts: Methodological Tools of Narrative Inquiry

The methodology of narrative inquiry uses field textthastools for gathering data.
Clandinin and Connelly (2000) avoid the tedata insteadthey calledhemfield texts
fibecause they are created, neither found nor discovered, by participants and researchers in
order to represent aspects of field expererip. 92). The creation aspect explains how field
texts are saturated with interpretation. What shows up in the field texts is influenced by the
conscious and unconscious interests and intentions of the inquirers and participants.
Ultimately, the narrave inquirer decides what field texts to collect, making some aspects
visible and others invisible (Clandinin & Connelly, 2000). Kinds of field texts can include
journal writing, field notes, letters, conversations, research interviews, documents,
photogaphs, and beyond (Clandinin & Connelly, 2000). These different types of field texts
are not isolateéfrom each other but are intertwined and provide a deeper, more thorough
view o the experiences and stories.

Even when an inquirer consciously makes the decision about what field texts to
gather, there may or may not be an awareness of what is specifically attended to in those field
texts. As diligent as an inquirer may be, everything cannot be attendeddial itefits. The
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relationship between inquirers and participants, as well as the negotiations throughout the
research also influence the field texts. Given the collaborative approach to narrative inquiry,
fwhat is told, as well as the meaning of what id,ts shaped by the relationship
(Clandinin & Connelly, 2000, ®5). Field texts also assist in understanding the three
dimensional inquiry space. As Clandinin and Connelly (2000)dstdtemaking field texts,
researchers need to be aware of wheeg aind their participants are placed at any particular
momend temporally, spatially, and in terms of the personal and the egpiad5). Finally,
inquirers must understand their position in the field texts because how their field texts are
positioned mfluences the final research texts. Understanding the positioning allows inquirers
to respond to questions and critiques abbeir findings and conclusions.
Use of Narrative Inquiry in Classrooms

The narrative inquiry methodology has significant vatuthe classroom setting,
including the ability to deeply understand stories and experiences, to understand elements of
power that run through classroom stories, and to promote deeper reflection of classroom
practices by readers. A study by Bien anda®e&ll(2018), which utilized narrative inquiry,
allowed them to investigate the narratives two teachers told and how the state and national
educational systemmight haveinfluencead those narratives. Over the course of months, the
researchers gathered dé&tam observations of whole and small group reading instruction,
interviews with students, teachers, and the district literacy coach, temdtien blogs,
audiotapes of weekly teacher planning times, and documents including student work, district
planningguides, and curricular materials. Through the narrative inquiry elements of

extended time in the field and a variety of data sources, they were able to gain insight
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unattainable by other methodologiesich tend to have isolated time spent with paréinig
or limited data points.

This study also demonsatedthe benefit of narrative inquiry in understanding the
relations of bigger stories that impact the stories of teachers, often stories of power and
dominance. As Bien and Selland (2018) explaifiedtjmately, our analysis allowed us to
see how teaching and learning in [these teaghelessrooms were linked to the school and
district contexts all of which were shaped by grand narraiif@es38). The narrative
research allowed understanding daf thynamics and interplay between teacheus of-
classroom and halassroom stories, as well as stories of professional knowledge and public
or inherited contextual stories of teaching. Summed up by Bien and Selland (2018),
finarrative inquiry can provida compelling tool for wresting power from dominant
st oryl i ne s&alitgdand axamire i feom different perspectioép. 87).

A narrative inquiry study by Puzio et al. (2017) portrays the value of this
methodology in prompting others to reflect on their own classroom practices. Their narrative
study explored the stories of five language arts teachers, each trying to impleluealyu
sustaining lessons but failing in some way. The researchers solicited stories to make
meaning of creative failures in culturally sustaining teaching and then determined themes or
commonalities among the stories. As Puzio et al. (2017) sfidad hope is that these
narratives will inspire reflection, debate, and dialogue about how to incorporate and respond
to student8cultural, linguistic, and historical backgroudp. 223). Theyalso saigdiiwWe
offer these stories as a way to invite ouidea to reflect on the meaning these stories hold

for them and as a means of transforming mistakes into wismr225). With an
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understanding that experience is education (Dewey, 1938), narrative inquiry allows
researchers, participants, and readelsam from the shared experiences and stories.

Narrative inquiry has the potential to make a difference through the understanding of
stories. As Huber, Caine, Huber, and Steeves (2013) egdlamarrative inquiry embodies
potential for shapingextradri nary pedagogy in educationéto |
schools, and beyoondp. 213). In the following sectionptlinethe design of this narrative
inquiry study which aims to make a difference.

Design of Study

By making the methods of this reseaexplicit, the results lend credibility
(Smagorinsky, 2008) and others can use these findings to guide their own practice or
research.lt is also critical to note that mative inquiry does not followa strict, laidout plan
from beginning to end. Ehnarrative inquirer negotiates the inquiry as it unfolds with the
goal ofstoryingandrestoryingthe phenomenon of the participants and the resed@scher
living within that story (Clandinin & Connelly, 2000). Following an emergent design,
meaningitheinitial plan for research cannot be tightly prescribed and that all phases of the
process may change or shift after the researchers enter the field and begin to codlect data
(Creswell& Poth, 2018, p. 44), | anticipated shifts and changes. The desigedézbe
fluid from the start, recognizing that stories can be told and found in unpredictable ways.
Therefore, describehe changes that needed to occur as the study unfolded (Creswell,
2014).
Setting

The setting for this studyastwo classrooms ipublic elementary schools in an
urban Midwestern city. Public elementary schools are contextualized within the U.S.
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education system and are faced with the mandates of government and testing. The two
schools and classrooms utilized for this study abstudent demographics that reflected
typical urban demographics in the U.S. school system, including populations of color and
poverty. These contextual aspects were necessary in order to investigate the proposed topic.
Based on the 2017 School RepGerd (State Department of Education, 2018), the
first school in the studyGreenwoodElementary School, had an enroliment of over 500
students. Using the race/ethnicity categories of the State Department of Education, of the
500 students, 11.2% identified Asian, 21.2% Black, 48.2% Hispanic, and 16.3% White.
Additionally, 100% of the students at this school were eligible for free and regticed
lunch. The second schodlarrisonElementary School, enrolled over 300 studentsch
included 70.3% Blek, 10.5% Hispanic, and 9.3% White. This school also had 100% of its
students qualify for free or reducedce lunch. Althoughhere werevariances in student
racial demographics, both of these schools were representative of urban schools serving high
populations of students of color and students living in poverty.
Participants
In order to find the two higiperforming urban elementary teachers, district personnel
and school administration were utilized for identifying the participants through purposeful,
deviant case sampling (Mertens, 2015). According to Mertens (2015), deviant case sampling
is when specific criterion is used for selecting a case that is unusual. In this study, that
unusual criterion was an urban teacher who produced higher than meaahalg proficiency
in his or her students, since this population is typically knowiof@ereadingproficiency
rates As previously stated, a teacher qualifiedi@gh-performing based on student
standardized test scores that demonstrated higher reading levels than similar classrooms. It
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was also important to identify teachers teaching in public schools in graesoBtain
participants that fit the big picture demographicsiifan schools and who participate in
statelevel standardized testing. Demographics of these classrooms needed to include
minoritized student populations in terms of race or ethnicity and-eacioomic status.
School administrators were also utilizeddentifying teachers who meet the needs of their
urban students. By studying higlerforming teachers with these criteria, shared information
from these deviant cases had potential to lead to improvementfitypiealo cases
(Mertens, 2015).

As thenarrative inquirer, | pursued this study with an understanding of the relational
commitment necessary for this methodology (Cainal.,2013). Facilitating a supportive
and safe environment with these participants, wheredbelg be themselves, wasitcal
(Carspecken, 2013). This could only be done by understanding the téadkharss and
personal norms as we negotiated our relationship in this joint work. Both participants were
treated ethically and respectfully in terms of confidentiality amohymity. Pseudonyms of
their choicewere used for both participantnd | used ethical guidelines to determine if any
content needed to be agled in this research product.

Ms. Jonass a White female who has been teaching six years, all of whichbleave
at GreenwoodElementary SchoolMs. Jonadegan teachingixth grade during the 20418
2019 school year, after teaching five years at the first grade level. Her sitesinssores
on school and district assessments have consistently been highiogeofother teachers
in the district she was highly recommended for this study by her principal and district
curriculum personnelThe sixth grade teais departmentalized, so the sixth grade students
move between three different teachers for dafifieisubject areadMs. Jonass the English
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Language Arts teacher. Additionally, the three classrooms of students are leveled by the
student6English Language Arts proficiencies. The beginning of the year reading
assessment concluded that 77% of theiXth grade students who started the yar
GreenwoodElementary School were reading two or more grades below their gradealedel
16% of the students were reading one grade below grade level. Furthermore, 4% were
reading at an early sixth grade lewshile 3% were reading at the middle or end of the sixth
grade level.

Mrs. Dabneys also a White female. She has been teaching for 32 years and has
spent her mtire teaching career in this urbdistrict. Mrs. Dabneyis one oftwo teachers at
HarrisonElementary School who teaches fourth grade. The fguathe students at Harrison
Elementary repeatedly exhibit higher reading test scores than other fourth graders in the
district with similar demographics. 8l Dabneyvas a god fit for this studygiven the
purposeful criteria in selecting participants stlike Ms. Jonas, Mrs. Dabn&as highly
recommended by her principal and was a top recommendation by district personnel. The
beginning of the year reading assessment sddaivat 3% of Mrs. Dabnegs 27 fourth
graders were reading two or more grades below the fourth gradediedtdd2% were reading
one grade below grade level. Additionally, 7% of the students were reading at the beginning
of fourth grade level and 4% wereading at the midourth grade level. With 89% of Mrs.
Dabneys students reading below grade level at the beginning of the school year, according
to the district assessment, imgeresting to note that Mrs. Dabnagd theother fourth grade
teacher aHarrisonElementary School have strategically placed students in each class with

thehigher level readers with Mrs. Dabney
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The approaches of departmentalizing subject areas, as well as placing students in
classrooms based on their reading levels, detraiesneasures schools and teachers are
taking given the focus on test scores in our current education system. In both schools, these
approaches were adoptedaimattemptto provide students what they neeBichool principals
described these needs innarof level of instruction and knowledge of the English language.
In searching for and determining the teachers to work alongside me in this study, | became
very aware of the adjustments schools were making in response to test scores. In fact, it
initially caused tension for meince | anticipated working with elementary classroom
teachers who taught all subject areas and had a diverse, raraksiggedyroup of students
| came to realize these types of approaches or adjustments are realities glemmnary
schools todayandobtaining realistic contexts for my study was a priority.

Data Sources

Narrative inquiry is an intimate study of an individisaéxperience over time and in
contexts (Cainet al, 2013). | engaged in multiple data collection methods to carry out this
intimate study. Collectively, the data sources compose what Clandinin and Connelly (2000)
refer to adield texts Specifically,fifield texts are the records, including, for exaeyield
notes, transcripts of conversations, and artifacts, such as photographs and writings by
participants and researche(€landinin, 2013a, p. 46). The specific data sources in this
study included observations, interviews and conversations, amcipeart reflections.
Throughout all of this data collection, | utilized personal responses and memos to
transparently acknowledge myself as part of the stories and experiences, influencing the
interpretation of what was gathered. Using multiple fieldsteor data sources, so that
crystallization (Richardson & St. Pierre, 2005) could be achieved in the analysidatdhe
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trustworthiness increasedCrystallization refers to the vivid clarity that is produced due to
the overlapping of data sources, tiplé perspectives, and patterned instances that confirm
conclusions in the analysis process. Additionally, through transparency and being highly
explicit with my methods of data collection, | prompt readers to trust my findings
(Smagorinsky, 2008).

Observations. The narrative inquiry approach gains life from living alongside
participants. Through this living alongside each other, stories are understood and stories are
experienced (Clandinin & Connelly, 2000Dpbservationsvere a driving force inhis study,
in addition to the analysis of interviews and participant reflections. As Maxwell (2013)
statal, MAlthough interviewing is often an efficient and valid way of understanding
someonés perspective, observation can enable you to draw inferencesthls perspective
that you could@ obtain by relying exclusively on interview daig. 103). Observations
may reveal perspectives that the participant is too reluctant to share in an interview
(Maxwell, 2013). Through these observations of the two urban elementary reading teachers,
| came to a deep understanding of their stories deied out in a real context.

Given narrative inquir§s recognition of the thregimensional space of
(1) interaction, both personally and socially, (2) continuity of the past, present, and future,
and (3) situation or place (Clandinin, 2006), obserwaticannot be taken and analyzed in
isolation. This would result in stori@seanings being lost. All influences and dimensions
must be taken into consideratjavhich is very similar to Patt@s (2015) point thafiThe
ideal observation captures conteake unfolding events over time, and critical interactions

(p. 27). That was exactly the goal of my observations.
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Observational field notes were gathered over a sustained time as characterized by
relational narrative inquiry (Clandinin, 2013a). Obseorst in these classrooms were
conducted over a formonth time period. As the researcher, | observed weekly in each
classroom during the reading block. As recommended by Carspecken (2013), | made sure
that | was present in the classroom consistently gmém not only truly understand the
everyday storiedut also to make sure the participants and their students became aedustom
to me.

Observations were recorded in twolumn field journals (Carspecken, 2013) with
one column to record observations anme dther column for personal interpretations.

Specific details such as teacher behaviors and actions, tesigtient interactions and
communication, and teacher interactions with individuals other than students were all
included in these field journal<Collecting thick description was necessary in order to

deliver a deep understanding for readers so they can be responsible for transferability of this
study (Mertens, 2015). Thick description refergédofficient description and direct

guot at i owthedrdader tadnter into the situation observed and the thoughts of the
people represented in the reggRatton, 2015, p. 605). The observational notes included
details such as the setting, participant characteristics, mood in the classroom ytnoespf
gestures made, and exact words spoken in ordeotlupe this thick description.

Given the purpose of this study and the established research question, | engaged in
focused observatigiiiwhere the researcher looks only at material that is pattinghe issue
at hana (Angrosino, 2005). My focus was on the story of the teachers and the social and

emotional experience present during their reading blocks. The theoretical framework and
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reviewed literature, in Chapters 1 and 2, guided but didimdtwhat | aimed to observe.
These aspects were captured in the specific research question:

1 What are the behaviors, actions, and beliefs of-prgtiorming urban elementary

teachers in navigating sociamotional experiences for readers?

Interviews and conversations. In anattempt to achieve crystallization in the
analysis and findings, interviews and conversations were also used to gather data in my
narrative study, in addition to observations and participant reflections as documents. As
Maxwell (2013) statel, interviews can be used to check the accuracy of what is observed,
enhancing the crystallization atdistworthiness In generalfiqualitative interviewing
begins with the assumption that the perspective of others is meaningful and knowable and
can be made explicit. We interview to find out what is in and on someoiie m®ise to
gather their storiés(Patton, 2015, p. 426). Interviews may be a primary data source in
narrative studies and through researcher and participant dialogue, starge é@reswell &
Poth, 2018). The engagement of formal interviews with these two participants aimed to gain
a deeper understanding of their stories and the influences creating their stories. In fact,
interviews allow researchers to understand additiof@tmation that may be missed in an
observation (Maxwell, 2013) and to learn the nature of the partiGpawneryday life
experiences (deMarrias, 2004).

The first planned, formal interviewvhich | called thenitial interview, was
conducted two monthsio the study, to ensure there was a foundati@tationship before
theinterview. The second formal intervietihefollow-up interviewwas conducted at the
end of the study, four montlagterthe studgs initiation. The questions prepared were

desigred in an emergent approach based on what was gathered leading up to each interview
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and to gain insight about the research question. The initial and fopjanterview protocols
are included irAppendices B and CThese formal interviews were audiecoded and then
transcribed using transcription services by Rewmaiv.rev.com(n.d.)for analysis.

In narrative inquiry, researchers spend extended periods of time with their
participants in order to understand their stories through experiences ovantnrecontexts
(Caineet al, 2013). If a researcher has developed an intimate relationship with the
participants, as | did, interviews often become conversations (Clandinin & Connelly, 2000,
p.110). While the formal interviews felt more like conveiwad, | also engaged in regular
informal conversations with the two teacher participants. As noted by Clandinin (2013a),
AConversations create a space for the stories of both participants and researchers to be
composed and heard. Conversations are ridedlby predetermined questions, or with
intentions of being therapeutic, resolving issues, or providing answers to quiegiicts).

This data collection strategy is built on the notion that the researcher and participant live
alongside each other iramative inquiry (Clandinin, 2013a) and therefore will be conversing
naturally. Over time, participants do not just see inquirers as researchersyrds in
relation with ther (Clandinin, 2013a, p. 51). These ongoing conversations were recorded
asfield notes for analysis and, at times, were audaorded for transcription when natural
conversation would not be sacrificed and authenticity could be maintained. Patton (2015)
stressd the importance of establishing rapport, being nonjudgmentabeing authentic

and trustworthy in qualitative interviewing, which was accomplished througévach

intimate relationships.

Participant (teacher)reflections. Creswell (2014) differentiatedocuments as
either public or privatePublic documentsicludesources such as newspapers or minutes
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from a meeting.Private documentsay involve letters, journals, or diaries. Bogdan and
Biklen (2007), on the other hand, categadidecuments into personal documents, official
documents, and popular culture documents. They degmisenal documentss those that
selfreveal the view of an individu@ experiencegfficial documentsas papers that can give
researchergofficial perspectived andpopular culture documen#s sources in oG culture
that influence how they make sense of everyday living (Bogdan & Biklen, 2007).
Documents, regardless of how they are categorized, allow a researchptu@he specific
language oftte participants and also data which participants have attended to (Creswell,
2014). As Patton (2015) descrihelocuments could include letters from a family member, a
suicide note from an individual who committed suicide, schoolwork of a student, mcifiha
records from a business or organization. No matter the documenfittyggecan reveal
aspirations, arrangements, tensions, relationships, and decisions that might be otherwise
unknown through direct observatiofp. 376).

In this study, participat reflections were collected psvateor personal documents
Both teachers were asked to keep ongoing reflections after each observed session. These
reflections originally requested the teachers to respond to each session in-andgztn
teacherdriven, and authentic manner with a general reminder of my definitions for teacher
behaviors, actions, and beliefldowever, he teachers did not have time immediately after
each observation to reflect and would often forget if | did not rértiiem or furtler prompt
them. Additionally, one teacher was not sure exactly how to respond. So a change,
anticipated in the emergent design, came into, alagl | began providing the teachers a few
reflective questions that were aligned to what occurred during the observation. The goal of
these questions was to gain deeper insight or understand the t@behaxsors, actions, and
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beliefs played out durintipe time | was present. For instance, | provided questions or
prompts such agl) Tell me about your decision to give the students the choice of
completing the questions alone or with a partaed (2) Can you tell me more about your
article and videoedection for todags lesson?

Although these reflections were not as opaded as originally planned, they
providedgreatinsight into the teachedsglecisionmaking and perspectives. Each teacher
chose whether they kept hamdiitten journals or reflecteby typing into an email or
document. Both teachers chdsaype these reflections; Ms. Jorsadbmittedher reflectiors
through Google Do¢sind Mrs. Dabnegent reflections via email. Through this form of
field texts,l secured an additional source tonderstanding the teachéssories over time
and in different circumstances (Caieteal.,2013; Clandinin, 2013a).

Inquirer response and memos.lt is also important to note that entering a classroom
as a neutral observer is impossible (Clandinir,32) Creswell & Poth, 2018). My own
personal practical knowledge (Clandinin, 2013b) and experience interacted with the éeachers
stories as true for any narrative inquiry. To capture my own stories, personal knowledge, and
responses as data in this studiycluded transparent notes in the rigplaind column of my
field notes. Additionally, after each classroom session | immediately typed memos so that
the data wrefresh in my mind. These memos, using my personal knowledge and
experience, helped shadht on the occurrences of the session using myfaharp, sunlit
moments of clarity or insight conceptual epiphaniégMiles, Huberman, & Saldafia, 2013,

p. 99). Memos go beyond summarizing the dat@move into the analytics of data using
personal reaction and interpretation. As Miles, Huberman, and Saldafia (2018 lseyd,
are one of the most useful and powerful sena&ing tools at harp. 96).
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Data Organization and Management

In anongoingmanner throughout the data collection process, dataavganized
and managed strategically. First of all, resources that were not electronic were converted to
electronic sources through transcriptiorbgiscanning the document&@nlinetranscription
savices by Revyyww.rev.com n.d) were utilized for the formal interviews and |
transcribed additional informal conversations fHadaudiorecorded. Observations,
formal interviews, conversations, and participant reflections collected during eacm sess
were labeled and organized so that all data from one data collection session could be
analyzed from all angles. For instance, the observational field notes from one session were
clustered with any interview, conversation, or participant reflectiannkalved that
observation, so when it was time to analyze that specific data, it could be analyzed
holistically using multiple data sources centered on the same classroom session. Electronic
data files were backed up and stored in multiple places da@uaptop and a hard drive, to
avoid any issues with loss of data. At the end of this study, the dataecured by the
chair of this dissertation for safe and confiderdtarage
Data Analysis

Like the data collection process, the data anajysisess for this study was guided
by the work of Clandinin and Connelly (2000). Determining common narrative themes and
holistic understandings of the teaclistories drove the data analysis process in a constant
comparative design, meaning there wasktand forth between datallection and data
analysis. Along with the data sources listed above, my reflective thoughts, insights, and
experiences were also captured in these field texts through the observational responses and
memos. My reflective respees and data analysis came in a variety of forms, but could not
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be determined in advance. Instead, this study incorporated an emergent design in both data
collection and data analysis (Creswell, 2014), so the stories and experiences within the
stories gided my reactions, responses, and analysis, which came through word analysis,
poetry,persmal connections, antietaphorClandinin and Connelly (2000) describe the data
analysis process as moving from field texts to interim texts to research texts g tinsu
process, inquirers are trying to make meaning of the extensive amounts of field texts
gathered. To get to research texts, a variety of interim texts are created to interpret the field
texts with the purpose of sharing with participantéord anaysis, found poetry, personal
connections, and metaphor waneluded in my interim texts whicteflected Clandinin and
Connellyds (2000) point that #Ainterim texts
circumstances surrounding the life of thgquiry and particularly the research and scholarly
|l ife of the inquirero (p. 133).

My reflexivity was just as important as the collectedatiptive data in the data
analysis component of this study. | continuously reflected on why | responded or reacted in
certain ways or why | feltarmeradere or tension at specific times in the study. It was
necessary to understand who | was and theatouns or subconscious views | held at all
times. | considered my own schooling and reading experienceslemgntaryeaching
experiencesny experiences in teacher preparatioy,race and gender, and my experiences
in urban schools in a ba@ndforth manner. | had to come face to face with my opinions
aboutfeffectived teaching, urban schools, and what was best for elementary readers,
knowing that all of this ifftuenced these narratives and my interpretations. Further

elaboration of this is providdd the Positionality and &e of the Researcher section.

135



During this analysis, it was important to consider how my close relationship living the
stories in the field would shift to close relation in retelling the stories (Clandinin & Connelly,
2000). Ths is the process of turning field texts into research texts for intended audiences.
Through this data analysis, as the inquirer, | analyzed the field texts with tloé¢ faicing
meaning and social significance. The first processnaastively coding/Clandinin &

Connelly, 2000) all of the field texts, which included looking for themes, events, story lines,
gaps, tensions and any other narrative elements. This also could be considered holistic
coding (Mileset al.,2013), where coding captures overahtents and possible categories
rather than linéoy-line coding. Reading and rereading field texts, including the descriptive
and reflective content, was essential in this. | repeatedly returned to the quest of finding
meaning and significance the data through this coding.

As | narratively coded the field texts, | read portions of the text angediéack to
reflect on whabccurredn those instances. | worked diligently to stay aligned to the
research question, being attentive to the te
the socialemotional experience within the reading classroom. If a field text seemed to
impact the sociakmotional experience of the readers | further analyzed the content to
understand the teacheroés behavior, action, o
involve the sociaemotional experience of reading, | moved on. Additignalieferenced
the literature shared in Chapter 2 abeaichemavigatedsociatemotionalreading
experiences. | closely examined the field texts to determine whether the content related to
any of the existing literature. As | found relevant storieshoinks of field texts according to

the goal of this inquiry, | provided a narrative code that named the behavior, action, or belief.
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As | continued to analyze the data, pattern coding (Mited.,2013) followed the
narrative, holistic coding. In pattern coding | worked to group holistic codes or summaries
into smaller themesTheanalysis of narrative inquiry from here is not a series of steps.
Pulling out themes and meaning from these fieldstaxe unique from one narrative study to
the next. One consistent element of narrative inquiry analysis that | applied was analyzing
the field texts within the thredimensional space. This included interaction, continuity, and
situation. Interactionincludes the personal and social dimension of the stonginuity
involves the factor of passing time through past, present, and futursit@attbnis the place
in which stories occur (Clandinin, 2006). Understanding this positioning allewvs
reseacherto derive deeper meanings that are viewed from all dinestin the research
landscape.
Throughout the narrative and pattern coding, | also became cognizant of my own
positioning and reactions. | knew that my own responses to what | heard anckdtstr
lingering feelings as | stepped away from the classrooms and teachers. Those included
feelings of hope, admiration, and joy, as well as feelings of concern and tension. | needed to
attend to those feelings and discover why | felt the way | did blso needed to understand
t he t e ac laepreseatedsntthe contexsdrmint he t eachersé perspec
to |Ilisten to the field texts, not to my own
behaviors, actions, and beliefs. This allowed the themes to reveal thenadelvesding.
The themes captured patterngitn e t eac her s 6 -emationalgeading on of s oc
experiences. These themes regularly occurre

teaching, spoken in interviews, and written through reflections.
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As these findings were pulled out, the maianties wereestoriedandinterim texs
(Clandinin & Connelly, 2000) were created. Thagerim texs serveds draftsto share
with the participants so that further collaboration could be conducted in developing the final
research text. The data analyasm& data findings in narrative inquiry are@anstructed just
as the stories in the field are-constructed between inquirer and participai{s.Brayboy
and Deyhle (2000) stadefiBecause the same events are ofseeidand interpreted by their
participants in very different ways, analyzing data with participants allows the researcher to
illustrate the range and variation in how events are interpréped64).
Upon sharing the interim texts with each participant, | experiencedrtegotiating
interim research texts is necessarily tenditbed worko (Clandinin, Murphy, Huber, &
Murray Orr, 2010, p. 84).Upon sharing the interim texts with the participants, | felt anxiety
and nervousness about what the participants would think and how they would react
(Clandinin & Connelly, 2000). As Clandinin and Connelly (2000) state,
The fear behind this concern rasgeom a fear over losing a research site to a fear
that a friendship between researcher and participants may be lost. A researcher in an
intimate relationship with a participant does not want the research document to be
hurtful to the participant. (p. 53
Co-constructing the research text and experiencing tension in conflicting interpretations
makes narrative inquiry relational @idininet al.,2010). In mycase, theortrayalof
things inthe interim texsometimes seemed inaccurate when the tesemer | worked to co
construct the text. | understood interim texts as starting points that undoubtedly held
misinterpretations or misconceptions duenyinability to be neutral (Clandinin, 2013b

Introspective reflection, open processing with theleas, and collaborative mearing

making resulted in confirming accurate storidrough this practice, a final research text
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was created that provided meaningful and sigmfi¢amdings of these stories response to
the research question.
Positionality and Role ofthe Researcher

In narrative inquiry, it is expected that the field texts and the published research is
collaboratively constructedeween inquirer and participanmMy role was to be attentive and
receptive to what was going oroand and within me, while communicating in@mgoing
manner to stay in relation andtume with the two teacher participants. My role in the
school and classroom setting was one of observer as participant (Creswell & Poth, 2018),
where | watched and teered field notes without getting too involved in the classroom
practices but getting completely involved with the teachers and in understanding their stories.
As Patton (2015) explag, the level of participation in the field is a continuum from full
participation to spectatasbserver. While my goal was mainly to understand the story within
these classrooms, | was aware that | became part of the story once | began this research. My
presence alone impacted the things that occurred in the two classapahh anticipated
participating at times, while observing concurrently. Clandinin and Connelly (2000)
explairedthe tension for narrative inquirers in balancing participation with being a
researcher. Since narrative inquiry is relational,

They [inquiers] must become fully involved, mugall in loved with their

participants, yet they must also step back and see their own stories in the inquiry, the
stories of the participants, as well as the larger landscape on which they all live.

(p.81)

| also krew that as a researcher | needed to be aware of my own perspectives,
opinions, and biases. | continued to realize how my own experiences, ethnicity, age, and

education influence my interpretation and stance in my research. | knew | came to this
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researclas a White, middlelass female, who taught for nearly a decade in urban elementary
classrooms. | had a heart for minoritized student populations and desperately wanted
schooling experiences for them that resulted in joy and future success. | haderperie
working with preservice teachers in an urban setting and in developing their abilities to teach
literacy to elementary students. | knew | personally agreed with balanced literacy approaches
and the importance of student motivation and engagemesadmng. | also came from a
household with a mother and father present and Christian values. Hard work and high
achievement in school were priorities in my upbringing. These values filtered into my
beliefs about necessary teacher characteristics. tidddily, | was an individual who
struggled in childhood reading but now understood the importance of reading and
specifically the sociaémotional experience of reading in my own story. | knew all of this
made me who | wasind | worked to be extremelgftexive and transparent in my inquiry.
As Grbich (2013) state
The researcher and the researched are no longer identifiably separate, they interweave
their constructed meanings in a delicate dance of recognitbimt@npretation as the
same narratives are told andtodd, presented andq@esented for the reader to
become involved with. (p. 113)
While trying to understand the teachierspectives, behaviors, and interactions, |
knew that the product of thissearch would be shaped by my own personal experiences,
cultural experiences, and values as the researcher (Creswell, 2014; Mertens 2015). Clandinin
(2013) expresgskemy understanding of this precisely:
As a researcher, | cannot enter into a tedst@asroom as a neutral observer and try
to give an account of her reality. Instead, | enter into the research process as a person
with my own personal practical knowledge. My knowledge of teaching interacts with
that of my participants. Inevitably, that datdlected reflects my own participation
in the classroom and my own personal practical knowledge colors the interpretations

offered (p. 72)
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It was necessary to be transparent with my own reactions and interpretations of the data | was
collecting, whichis infused into the findings of this study. In humanizing research, it is
necessary for the researcher to deconstruct any feelings of hierarchy in their views or stances
in comparison to what they are learning from participants. Sdatming (2014) exjlined
this perfectly:
So, when researchers do not seek to understand what participants are trying to say and
pursue, we act ethnocentrically. Instead of standing for democracy and freedom, we
become colonizers imposing our own understandings and csataque others
peoplés lives (even if unknowingly). As we seek to humanize research, we need to
move away from such ethnocentric positionings: from thinking that our own
practice® as an organization, as a perdcare positioned as better than otléers
pracices. (p.202)
Being completely honest, | struggled at times to recognize my critiques about what |
observed and learned from my two teacher participants. | fought to simply learn from the
teachers and not position my opinions about what should occur in a classragreras s
As a teacher educator and university supervisor | regularly visit classrooms and provide
feedback to the teacher candidate. Itis my job to provide teacher candidates with positive
reinforcement and constructive criticism in order to prompttten di dat es 6 devel o
Sitting down in Ms. Jonasd and Mrs. Dabneyods
role to the side. There was no right or wrong in this inquiry; simply stories to learn from and
to learn through. This fight became easigthe study unfolded. Further examples of the

fight to recognize my own opinions and perspectaasd to avoid those responses from

tainting my wunder st andarairglude in Chaptex 4.t wo t eacher
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Verification of Quality Research

To produce highlguality qualitative research, trustworthiness and transferability
received extensive attention in this study. Below, each of these components are discussed.

Trustworthiness. In research, validity and reliability are common terms but in
gualitative studies and especially in narrative inquiry, these terms are not traditionally
recognized (Golafshani, 2003; Maxwell, 2013; Mertens, 2015; Skrtic, 1985). In quantitative
studies, validity is typically measured by the accuracy of the resemtchment. Since the
researcher is the instrument in qualitative research, the study is depentiet ainility and
effort of the researchef{Golafshani, 2003, p. 600). Additionally, the use of story, the
interpretive nature, and the-constructed rgearch report of narrative studies (Clandinin,
2013a) make validity even more irrelevant (Creswell & Poth, 2018). Similarly, the term
reliability is often more associated with quantitative research (Mertens, 2015). Reliability
refers to the ability to hg on the results of a study, accepting that they would be the same if
multiple researchers analyzed and reported the same study. Again, this term does not
connect with the essence of qualitative or narrative research that involves researcher
interpretatbn and individualized stories with boundaries of interaction, time, and situation
(Clandinin & Connelly, 2000). Instead, qualitative research focuses on trustworthiness
(Maxwell, 2013). This term trustworthiness encompasses the ability for readest toHat
the researcher has done to carry out the study, as well as the results that are reported.

In being trustworthy, it was my desire to help my readers believe the findings |
reported as authentic and accurate. Researcher bias and reactivitycarthadgan deny
trustworthiness in a study if a researcher is not cognizant and transparent in these areas.
Narrative inquiry stands on the notion that the researchers bring their own stories to their
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studies (Clandinin, 2006, 2013a). The personal mpees, perspectives, and biases play a

role in this type of study (Clandinin, 2013b; Clandinin & Murphy, 208yl that was true

for my study as well. If these personal perspectives and biases of the inquirer are not
transparent, the findings reportede their trustworthiness. Reactivity, which is also

referred to as reflexivity (Creswell & Poth, 2018), is critical for trustworthiness in qualitative
research. Reactivity or reflexivity refers to the influence the researcher has on the setting, the
paticipants, and the findings (Creswell & Poth, 2018; Maxwell, 2013). My simple presence

in the classrooms and involvement with the teachers in the resepgttieipant relationship
undoubtedly impacted the study. | know that and used this understamdiyg

interpretations throughout the study.

In anattempt to maintain trustworthinesg¢pok multiple measures. First of all, as
discussed when describing my data collection methods, | pulled data from a variety of
sources to provide crystallizatioRiChardson & St. Pierre, 2005) for the readers. As data
were merged from different sour¢ésstrengthened and confirmed the codes, themes, and
ultimately the accuracy of the findings. As Golafshani (2003) stafetjaging multiple
methods, such as, sérvation, interviews and recordings will lead to more valid, reliable and
diverse construction of realitiegp. 604). The rich, thick description (Creswell & Poth,

2018) produced in my observations added to this crystallization and proactively addressed
threats to trustworthiness. Creswell and Poth (2018) alsoesdtbgesimportance of writing
reflexive comments in response to the data collected amgaingmanner. My responses

and reactions were captured in my field notes and memos completesbatiavbservation.

| included these reflexive perspectives in the stories and this final report as a way to make my
position in the studyxlicit (Creswell & Poth, 2018and thudouild trustworthiness.
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Prolonged and persistent engagement (Creswell &, R018; Maxwell, 2013;

Mertens, 2015) in the teachécdassrooms also supported my study in being trustworthy.
Entering the classrooms of these two teachers on a weekly basis overnefihrperiod
allowed me to build a strong rapport with the paptcits,as | becameery familiar with
students and ga@da deep understanding of the real stories of these two teachers (Creswell
& Poth, 2018; Maxwell, 2013). As Maxwell (2013) sthtthis longterm involvement can

firule out spurious associations garémature theoriégp. 126). As my time in the two
classroomsventon, | was able to check and confirm thregoingdata and my inferences and
interpretations to strengthen the credibility or trustworthinessfisty long enough to get it
right and obsere in sufficiently diverse situations to get a full and accurate picture
(Mertens, 2015, p. 269) was my ultimate goal.

Using member checks (Creswell & Poth, 2018; Kinloch & San Pedro, 2014;
Maxwell, 2013; Mertens, 2015) was another strategy utilizedisnstudy to maximize
trustworthiness. As previously discussed, a critical feature of narrative inquiry is
collaboration in the storwriting. As Clandinin (2013b) stadefiThe meaning created in the
process of working together in the classroom, afrirify interpretations and of talking
together, is a shared one. Neither teacher nor researcher emerges unmotpan@ed
Member checking is the general qualitative term used for verifying with the participants that
the data and conclusions are accu(@reswell & Poth, 2018; Maxwell, 2013; Mertens,

2015). In my narrative inquiry approach, | continuousiyainedthe views and

contributions of each teacher, aligning with humanizing research (Kinloch & San Pedro,
2014), to verify my data, interpretat®mand conclusions were not just agreed upon but were
co-constructed. There weomgoingopportunities for the teachers to elaborate, clarify, or
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edit the collected data, analysis, or interpretations. Engaging in what Kinloch and San Pedro
(2014) call dalogic spirals, or back and forth conversations where each person takes on both
roles of listener and speaker, also facilitated humanizing member checkingcieation
and accuracy. This was done with observations, interview transcripts, inferenges abo
participant reflections, and in the restorying of the findings. The collaborative aspect of
narrative inquiry (Clandinin, 2006, 2013b), engaging in member checking, can also be called
inquiry auditing (Creswell & Poth, 2018; Mertens, 2015). Narratigeiry naturally
provides an inquiry audit, or check for accurate occurrence, interpretation, and reporting,
between the researcher and participants along the way. This inquiry audit (Creswell & Poth,
2018; Mertens, 2015) process allowed the two tea¢bersdit or confirm that the codes,
themes, and conclusions or final stories were supported by the data. Soliciting their
contributions and negotiating accurate findings fostered further trustworthiness.

As stated previously, narrative inquiry does Inate a structured system for coding
and analyzing data (Creswell & Poth, 2018), like some other types of res&arcigh the
use of detailed field notes and higbality transcription (Creswell & Poth, 2018) through
Rev (rev.comn.d), with 99% accurey rate and trusted by over 100,000 customers, |
verified that the information | was analyzing was what was said and what occurred in my
presence. In narrative inquifthere is no final telling, no final stogand it will not be
fisatisfying for those tvo want to see trué(Clandinin, 2013a, p. 205). Transparency in my
thinking, decisioamaking, and personal reactions as | coded, determined themes, and
restoried my findings ipresentedn Chapter 4 and allows the readers to trust what | report.

All of these measures collectively established trustworthiness in this study.
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Transferability. Finally, given the fact that this narrative inquiry involved only two
participants, transferaliiy was appropriate over generalizability. Typically, qualitative
studies lack the ability to generalize results for larger populations or other possible
participant groups because it is common to study small numbers of participants or
settings (Maxwll, 2013). The ternransferabilityis more appropriate for qualitative
research (Mertens, 2015; Polit & Beck, 2010). Firestone (1993jedferthis concept as
caseto-case translation. | am wellvare that my study was of just two urban high
perfoming elementary teachemnd transferring my findings may or may not be appropriate
for other researcherdAs Mertens (2015) expladal fithe burden of transferability is on the
reader to determine the degree of similar{ty. 271). Polit and Beck (2018oncured,
saying,fithe researchés job is to provide detailed descriptions that allow readers to make
inferences about extrapolating the findings to other setiifigsl453). This level of detail is
defined as thick description (Polit & Beck, 2010ady, 2010). Thick descriptishows
rather thartells (Tracy, 2010). Readers need to ultimatsgthe context, participants, and
findings in order to determine the transferability to their own contexts. | strived to provide
detailed, thick description about the teacher demographics, school and classroom
information, and other necessary contextualrimiation so that the reader could determine
the level of transferability of my findings.

Ethics

As | implemented this study, my understanding of the phenomena emerged from
beingin-relation with participantd had to be sensitive to the relational ori¢iota of this
narrative inquiry. Caine, Estefan, and Clandinin (2013) ex@daiil he first responsibility
of narrative inquirers is always to participants. The negotiations of entry and exit, as well as
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the representation of experience, are centralatbancernsg (p. 579). Further, there is a
requiremenbf being attentive and wakeful in these relationships. As Clandinin (2006)
statal, iWe [narrative inquirers] need to learn how to make these stories of what it means to
engage in narrative inquiry gendable and steady. We must do more than fill out required
forms for institutional research ethics boar@ls 52). Narrative inquiry is meant to lead to
narrative unities between researchers and participants. | maintained an ethical commitment to
the o teacher participants relationally and regarding truth as | compiled the research and
drafted the initial findings. | knew when-oonstructing the stories and final research report,
negotiations may need to occur for both the researcher and thepaatdio be heard. In

my casemisinterpretation occurred inhat wasseen andtoried as explaineth the data
analysissection In the endthere needetb be transparency in how the participants and
researcher interpret findings. This requires an explanation of different perspectives or
interpretations in the findings; in essence, agreeing to disagmening to a common
understandingyhile all voices are acknowledged.

Included in the ethical commitment to the participants is the protection of their
identity. The protection started from the very beginning of this study, as it was planned,
conducted, analyzed, apdesentd (Creswell & Poth, 2018; Mt@ns, 2015). First the
Collaborative Institutional Training Initiative (CITI) exam was completed and filed at the
institutional level, which verified my understanding of human research subject protection.
Then, the research proposal submitted to théutisihal review board (IRB) explained the
commitment to keeping all participant names confidential by using pseudonyms (Creswell &
Poth, 2018). As mandated by part B in The Belmont Report (Office for Human Research
Protections, 1979), basic ethical piples include: (1) respect for persons, (2) beneficence,
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and (3) justice. In accordance with these principles, participants were told that this was a
voluntary study and that they had autonomy in the study. | was transparent about my
commitment to respéthe participants and their wddeing (Clandinin, 2013a). In doing
this, an explanation of narrative inquiry was provided so they knew the methpa@sag
collaborative one that would shared between participant and inquirer. My research
proposal ighlighted the desire to understand the teadsosies, not involving any
interactions that would bring harm. The only possible harm that was anticipated from this
study was if reports of the teach@stories provided a negative portrayal. Howevareg
the fact these teachers were identified as-pigtiorming teachers, this was unlikely.
Additionally, with the use of teachehosen identityprotective pseudonyms and member
checking,in whichthe participants verified the truthfulness of the dat meports, possible
harm was counteracted.

Interest and willingness to participate was also gained from the two urban teachers.
This measure was taken according to The Belmont Report part C (Office for Human
Research Protections, 1979). Participantdeustood the nature of the research. | explained
the goal was to use classroom observations, interviews and conversations, and participant
reflections to understand the reading experience navigated by thpdrfghming teachers in
these two classroomgigain, the only anticipation of risk was if the teachers exhibited
negativelyviewed behaviors, beliefs, or actions that may lead to a negative portrayal of the
teachers. In terms of benefits, the two teacher participants may indirectly become more
reflective of their practice or undergo positive change as a result of being involved in the

study and beingunder the microscope.
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| was also aware of the potential ethical issue of power imbalance (Creswell & Poth,
2018) between the two teachers in thiglg and myself. Spending extended time with these
teachers, developing a relationship as equals, and being receptive to the detmtessand
perspectives in a respectful manner worked to reduce power imbalances (Clandinin &
Connelly, 2000). Given ynown elementary teaching experience, engaging in conversation
about common experiences, as well as occasionally conversing about our families and life
outside of teaching, aided in breaking barriers of power. As characteristic of narrative
inquiry, the @al was to ceconstruct the final stories and to negotiate the research
collaboratively so avoiding any feeling of power or influence over another was critical
(Clandinin, 2013a). Respect for the environment and being unobtrusive in the school and
classpom setting (Creswell & Poth, 2018) was also a potential ethical issue that needed
attention. In response to this issubeommunicated with each school and teacher about
processes and procedures that would be optimal for minimizing disruptions. Tinedc
ideal times to enter or exit the classroom, where to position myself when | was in the
classroom, how | responded to students who approached me, and convenient times to
conduct interviews and engage in conversations. Overall, the regularity amslesarysof
my presence in these study sites helped minimize disruption and the impact of my presence
(Creswell & Poth, 2018; Maxwell, 2013).
Limitations

Every study has limitationshis study was no different. Narrative inquiry is
compared to the task of putting shards and slivers of a broken mirror back together again
(Downey & Clandinin, 2010). This is an impossible task. There will always be pieces
missing and difficulty tryingo get every piece to fit back together again as it once was. This
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is a real limitation in narrative inquiry. It cannot be avoidad the more wakeful and
thoughtful an inquirer is, the closer those stories are to reality, creating a mirror that reveal
meaningful truths. | strived for wakefulness (Clandinin & Connelly, 200@)| knew |
would never see and understand everything. When an inquirer enters a research context,
there are stories from the past and stories that are currently playinghaue are also
stories on th&ergeof occurring and further future stories that will emerge as lives progress.
Even when inquirers gain understanding of stories, they may not be aware of the stories that
encouraged thengoingstories or the stories thatimp up against or restrict certain stories.
No story is ever fulf known, complete, or finished (Clandinin & Connelly, 2000).

Another limitation was present due to the fact that this study invalmbdwo
teachers as participants. One may ask hogirfgs from two teachers on this topic could be
meaningful to others. The response to this goes back to the transferability of qualitative
research and specifically, narrative inquiry. Given the context and details provided, it is up
to readers to detarine whether the teachéstories in this studgretransferable to their
own contexts. These stories will not be applicable to all other teachers. That is how
narrative inquiry is characterized. Additionally, in this narrative inquiry study, | was an
outsider trying to understand theormab happenings in these classrooms. However, my
presence alone interrupted the normalcy of the classroom. The teachers and students
possibly modified theifinormab behaviors and dialogue with an onlooker present.
Temptations to impress, fit in, or become invisible could have surfaced in the teachers or
students as a result of my presence. Other limitations in this study also revolved around the
fact that this was a qualitative study with a researcher who hachpeesgeriences as a
struggling reader and involvement in schools with struggling readers. Not only does
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gualitative research refrain from controlled experimentabohthere is researcher bias and
reaction involved. Ultimately, the trusbrthiness andransferabilitywas established so that

these limitations could be minimized and attended to as effectively as possible. Awareness

of these limitations was critical to provide the transparency | desired in this study.

Table3.2

Data Collection andAnalysis Timeline

Timeline Data Collection Data Analysis
NovemberDecember Weekly observations with Narrative, holistic coding of
teacher reflections observations and reflection
Physical context data gatherin Weekly analytic memos
January Weekly observations with Narrative, holistic coding of
teacher reflections; initial observations, reflections,
interview of each teacher and interviews
Weekly analytic memos
Member checking
interviews
February Weekly observations with Narrative, holistic coding of
teacher reflectiom observations and reflection
Pattern coding of collective
data
Weekly analytic memos
March Weekly observations with Narrative, holistic coding of

teacher reflections; followp
interview of each teacher

observationsieflections,
and interviews

Pattern coding of collective
data

Weekly analytic memos
Member checking
interviews
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In the followingchapter explainthe findings of this narrative inquiry study.
Narrative inquirers believe that people live and tell stpeied we work to retell and relive
stories (Clandinin, 2013a). My patrticipants lived stories, currently live stories, and tell
stories. By livingalongside those participaniswas possible for these stes to be retold

and relived.
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CHAPTER4
FINDINGSAND INTERPRETATIONOFDATA

Drastically low reading proficiencies of all students in the United States, and of
elementary students who liveumban contexts in particular (National Assessment of
Educational Progress, 2017) spearheaded the urgency of this study. In order to understand
how this problem may be overcome, this study investigated tweggdbrming urban
elementary reading teachensd their classrooms. The guiding research question in this study
was:

0 What are the behaviors, actions, and beliefs of-pigtiorming urban elementary

teachers in navigating sociamotional experiences for readers?

Specifically, | sought understandinfjtbe stories of these two teach@&ssciatemotional
approach to reading through a narrative inquiry approach (Clandinin, 2006, 2013a; Clandinin
& Connelly, 2000). The soci@motional aspect of reading was investigated because
research demonstrates thi@is component is critical for reading achievement (Francois,
2013; Kohn, 2010; Routman, 2014; Urdan & Schoenfelder, 2006), but is-studézd in
urban contexts (Heiligt al; Kirkland, 2014). While the findings are not meant to be
generalized acros#l teachers, students, or classrooms, details about the teachers, context,
and classroom demographm®provided so readers can determine whether transferability to
another similar teacher or context is appropriate. Narrative inquiry allows for a deep
understanding of the stories; the findings of these stories are interpretatiomsstaicted by
the inquirer and patrticipants (Clandinin & Connelly, 200@Y.eaders verify transferability,

the findings could reveal what may need to occur in othenuglsanentary classrooms with
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regard to sociemotional approaches to reading instruction so those children have the
opportunity to become proficient readers.

This chaptepresens findings abouthe behaviors, actions, and beliefs in navigating
sociatemotional experiences for readersteb high-performing teachers, Ms. Jonas and
Mrs. Dabney | focus on one teacher at a time to communicate this is not a comparative
study. In other words, this study shares the stories of the tedshienst in a manner that
compares or measures one against the other. Instead, the organization of the findings
illustrates that individu@b stories are personal and contextual. No two stories are the same.

In order to attend to the research questitomas impossible to share one narrated
story of each teacher from the beginning of my presence to theTeatistory from
beginning to end would be entirely too long and it still would never be complete (Downey &
Clandinin, 2010).1 faced the challergyof determining what to include in the findings,
knowing everything could not be included and the stories would never be pieced together
perfectly, but shards and slivers would always be missing (Downey & Clandinin, 2010).
Consistent with narrative inqyi methodologies, it was more important to emphasize the
daily storiesor narrativeghat specifically elucidate common themes within each teéher
overall story of navigating soci@motional experiences for their reade@mmonnarrative
themes in edcteachdis overall story are linked together with daily stories that meaningfully
flow one into another. Embedd®dthin these stories are researcher memos, poetic
compilations of field notes, photographs, artistic representations, and quotes that assist
telling the stories and the influences of ecological systems (Bronfenbré&®iér 1997) on
the stories. Relevant theories anterhture related to the storiesdespecific findings are
synthesized to elucidate and explain findinggsnust remind gu that as the narrative
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inquirer, the narratives | share are also my own stories of reaction and interpretation; my own
personal practical knowledger personal and professional experiential history, impacted the
data | gathered and the interpretatiothaft data (Clandinin, 2013b).

With thorough detail and layers of daily stories to evidence the common narrative
themes, | aimed to crystallize the primary findings of this study, which are provided for each
teacher. Before | share each teaéhstored findings, | provide a snapshot introduction of
teacher, summarizing details from Chapter 3.

Ms. Jonas: A Snapshot

Ms. Jonagall person and place names are pseudonigrs}ixth grade teacher at
Greenwood Elementary Schealneighborhood school an area of the city where many
immigrant families resideMs. Jonas identifies as Whit&he has sixgars of teaching
under her belt, wittMrs. Carrington as principal. The student populatibaver 500
students aGreenwood Elementagomprised mulple races and ethnicities includitid.2%
Asian, 21.2% Black, 48.2%atinx, and 16.3% WhiteThe st udents i n Ms.
reflect the school populatiorMs. Jonaéstoryreveals the following common narrative
themes shared through daily stories, gadtom interviews, teacher reflections, and
researcher memos:

1 A love for reading

1 Classroom environment promoting reading

1 Knowledge of studenidives

1 Literacy learning as a social process

1 Critical text choice

1 Facilitator of student learning
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i Studeninterest, choice, and autonomy
1 High expectations

i Persistence

Thesethemes overlap and the stories portraying one theme may also portray another. Ms.
Jonasstory of navigating socisgmotional experiences for readéows.
Ms. JonaStory
| remember reading to my dolls and stuff, playing school with my sisters. | think just
growing up with books..One book that sticks out is thé was shaped as a squirrel,
and its called Sleepy Squirrel Gt like a purple book. We read it every nightdoe
we went to bed. And then | read Laura Ingalls when | was in third and fourth grade,
like obsessed, had every single book. My mom still has them in her basement. (Ms.
Jonas, Initial interview, January 9, 2019)
A Love for Reading
Ms. Jonaéstory of ravigating sociakmotional experiences for readers started years
ago. She proclaimed a love for reading as a child. One of four children raised by a single
mom, Ms. Jonas embraced a caretaker role to her younger twin sisters, often reading to them
and he dolls. Although | entered into her classroom in her sixth year of tedchitsy
Jonas wearingghirts that said thingsuch asfiReading is Lib andfiLove conquers Haté |
was aware that | entered in the midst of her story (Clandinin & Connelly, 2000). Consistent
with the research of McGlynStewart (2014) discussing how higkrforming teachers share
the importance and positive influence of their childhood literacy expees, Ms. Jonas
shared her love for reading from a young age, and this clearly impacted her reading

instruction: her enthusiasm for reading in the classroom and her desire for students to love

reading. This insight provided understanding of continoitynfluences of past, present,
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and future, within the thredimensional spac@vhich involves the interaction, continuity,
and situation contextualizing storjg€landinin & Connelly, 2000). As her current story
progresses, that love continues. Ms.a¥explicitly shared this current love for reading:

Just to like read at night is so greatove to just fall asleep reading. And thénd

told my kids that, and thése like,iOh, so is boringo 1ém like, fiNo, but it relaxes

you 0 You know? | mean), love to read. | love to read. (Ms. Jonas, Initial interview,

January 9, 2019)

Ms. Jona8love for reading is also reflected in the classroom interactions: Ms. Jonas
explicitly tells her students she loves readimgt her actions in her classroom niaber
words. Her authentic discussion about the texts they were reading, the enthusiasm she
demonstrated for new books and text resources, and the reading and responses she modeled
all shouted a love for readingisnd this amazing?! Look at all thisformation they
gathered) Ms. Jonas exclaimed as she showed students the online resource about the
Holocaust that would provide further background information about the novel they were
reading,The Boy in thé&triped Pajama¢Boyne, 2007) (Ms. Jonas, Field notes, November
30, 2018). In March, when reading a chapterhe Giver(Lowry, 2014), Ms. Jonas read
aloud as students followed along with the twists and turns in the troubling topic of being
fireleasedin the storgs utgpian community. Upon reading the last word in the chapter, Ms.
Jonas raised her eyebrows in astonishment and students immediately started blurting out
responses and feelings the author left them \filtlw way'do andfiwhat?b (Ms. Jonas, Field
notes, Marct8, 2019). Her excitement and enthusiasm for reading seemed to prompt her
studentéenthusiasm for reading. As social learning theory (Bandura, 1971) claims, students

learn from the models around them. Ms. J6flaent, expressive reading, along withr he

personal reactions to the text, shown through both words and body language, spoke volumes
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abouther love for reading and her desire for students to love reading. This passion for
reading was intertwined in her navigation of soeotional experiencder these readers.
Classroom Environment

As | entered Ms. Jonasoom the first dayl could certainly feel the love of reading
reflected in the atmosphere and in the classroom environment. Shelves with baskets of books
framed the classroom. Labels huomgeach basket, categorizing the books in pefsorh
appealing wayssgeFigure 4.): asfiMs. Jonadfavesp fiCharacters who do hilarious

thingsp fiMust reads) fiTherds a movie to@ fACool things people have dondYou go

girl,0 andiiPeople who foughfior whats righto

Figure 4.1 Classroom library with labels.
Cozy reading spaces speckled the classroom, with different seating areas and pillows.
There were itgh-top tables with stools, a rug with pillonadbenches thatordered the

classroom carpet. There wermlmes of desks, or even desks af(sdleFigure 4.2.
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Figure4.2 Cozy reading areas and seating.
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