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ABSTRACT

Educators who teach in schools that predominantly serve students of color,
from low socieeconomic backgrounds, afrdm inner cities neighborhoodsquire
learning experiences that allow them to understand their own ethnic and racial
identity, potentiaprejudices, and implicit bias&s order to more clearly view their
students, their classroom interactions, and svénu d e n t drom differentii | i e s
perspectives. ThiEducation Leadership Portfoli&(P) explores the journey of
teacher candidates through participation in fiacgiry focused preprofessional
development (PPD).

Acknowledging the importance of understanding race, and its implications
classrooms, is a foundational building block for teacher candidates who serve in
majority-minority, urban public schools. Teacher candidates, who edgagace
inquiry and critical reflection developed increased racial literacy skills to: inquire
abou race, recognize race, and reflect on race. Guided experience in using the inquiry
method helped teacher candidates to distinguish issues, explore various methods of
examination and investigatioand this wapaired with collaborative construction of
meaning, in inquiry group meetings through critical reflection.

This qualitative study supported participants through a serdestginquiry
process, where they investigated sk#ficoveed areas of inquirfrom a racial lens.
Through inquirybased approackgeteacher candidates participated in a series of
inquiry group sessions to acknowledge race, make sense of their own racial identity,

and examine the racial dynamics of their student teaching experience.



Upon experiencing the race inquiry group sessitaasher candidates
discussed powerful new understandings on their thoughts, actions, and beliefs about
racial identity, racial consciousness, the role of race in schools, and race in broader
society. The careful development of this PPD created the oppgrtioiset teacher
candidates on a trajectory to become racially and equity literate. The focus on the
improvement of racial literacy skills helped teacher candidates pay attention-to race
based inequiés and more equitable practiceeducation. Teacheandidates came
away from this experience reporting: an understanding that race matters, an increased
race and bias awareness, and a recognition that race intersects with social context,
curriculum and school systems, and student
This study examined the usefusiseof race inquiry interventiao develop
recommendations for the Elementary Teacher Education clinical experience program,
a the University of Delaware. Thecommendations are to formally incorponatee
inquiry groups into the structure of student teaching, guided by a trained facilitator,
and organized to support teacher candidates during the first and second semester of
clinical experienceRace inquiry work will be beneficial to all teacher caladis, but
it is especially necessary for those serving in majamiryority, urban public schools.
Critical race inquiry created the possibility for teacher candidates to talk about race
and make sense of an issue that is often overlookedys that wil shape their

teaching practice beyond student teaching



Chapter 1

INTRODUCTION

The College of Education and Human Development at the University of
Delaware is committed to preparing highly qualified professional educators to become
leaders in the education fielchpable of meeting the needs of all students, and
prepared with the appropriate knowledge and strategies to effectively instruct students
in todayods schools. The undergraduate proc
early childhood education up to sedany education, with specializations in math,
English, social studies, foreign language, and science; all preservice teachers are
expected to fAembody three qualitiesodo neede
advance the fi el deandskibsdlaadesship, anda conimitmeatw!| e d g
to equityo (Unj2016,p.3.i1A$ aygradueite dluddntaimtiaerDector of
Education in Educational Leadership program, | am charged with the responsibility to
Agat her and ut i | dlyinaecisiormakingraadtprioldensohenf f ect i v
related to organizational i mprovement 0 ( AE
have taken on the role of an exterimgjuiry facilitatorin order to help improve
University of Delawarepre e r v i c e dntalpreparednesfor morking in
urban schools, endeavoring to inform theaderstanding of the role of race in these
educational setting#t the University of Delaware, though teacher candidates
participate in nurarous hours of field experienes a rguirement for teacher
certificationi some in urban school settingsheir education coursework does not

provide a solid foundation in understanding the historical, social, economic, and



psychological forces at play that work to create the complexitessept in urban
classrooms (Darlindgdammond 2006a; Grant, 1995In the particular context that
served as the | ocal e f o-preparédnedsecamearvident, t eac
in clinical field instructomsdiobsémnudanit o
reflections on their practice (E. Soslau, personal communication, June 8, 2016).
Teacher educators, who draw on critical race theory, tiiseessedthat preservice
teachers can benefit from ppeofessional experiences that teach them twaddress
implicit assumptions and biases, promote positive racial identity, and create classroom
spaces that respect and vatligerences (Cochra®mith, 1997; Michael, 2034
Teacher candidates require strategic support in working in urban schamttsahit
serve students of colardm low socioeconomi(SE) backgrounds, artiese
educational environments are ofterfamiliar to teacher candidates. However,
novicescan be guided to teach some of the most unique and resilient students in ways
that tanscend racial and SE differences (Banks et al., 2005).
Educators who teach in schools that predominantly serve students of color,
from low sociceconomic backgrounand inner cities, require pygofessional
learning experiences that allow them to devetopal literacy skills, including
understanding their own ethnic and racial identity, potential prejudices, and implicit
biases. These skills help educators more clearly view their students, their classroom
i nteractions, and e ifferantperdpecivesiDadiny f ami | i es
Hammond, 2006, LadsonBillings, 2001; Tatum, 2003). Teacher candidates who
engage in critical inquiry (Cochre®mith, 1997; Michael, 2015) and reflection
(Howard, 2003) in their urban classrooms may develop racial litekatsy s

(Stevenson, 2014; Twine, 2004) as a result of their involvement in work that supports



the building of racial literacy. Acknowledging the importance of understanding race
and its implications in classrooms (Howard, 2006; Michael, 2014) is seen as a
foundatonal building block for teacheandidates (Buchanan, 203@)o serve in

urban schools. When educators do not have racial literacy skills, it can be detrimental
to teachers and students, in that avoidance of racial conflict can lead psychological
stress and lowered academic achievement among students (Stevenson, 2014). Racial
literacy skills are especially necessary in majemniiynority public urban schools

because race is an eymesent force that must be acknowledged.

General Approach to Addressingthe Problem

Preprofessional development will be used to teachsemwice teachers how to
address implicit assumptions and biases, promote positive racial identity, and create
classroom spaces that respect and value racial differences between themaetpmi
White teacher and candidates and their students of color. Guided experience in using
the inquiry method can help teacher candidates to distinguish issues regarding racial
dynamics and explore various methods of examination and investigation. Basing
racial exploration with inquiry group meetings and critical reflection can support
collaborative construction of meaning (Garrison, Clevelames, & Shing Fung,
2010. Through inquirybased approaches, teacher candidates will participate in
inquiry groups to acknowledge race, make sense of their own racial identity, and
examine the racial dynamics of their student teaching experience. This project is
necessary, as the findings will examine the usefulness of critical inquiry intervention
to develop ecommendations for the Elementary Teacher Education clinical
experience structure, at the University of Delaware. The particular candidates who

participate in this study may feel an increased proficiency in the racial literacy skills of



inquiring about rae, recognizing the impact of race, and reflecting on race dynamics,

in an education setting.

Organization of ELP

This portfolio is organized into six chapters and appendices. Chalptiefly
introduceghe reader to the problem area, and the generabagiptaken to address
the problem. Chapter 2 provsigpecific background information on: 1) the national
landscape regarding race in educat@the teacher preparation program and teacher
candidatesat the University of Delawarand 3) the study stcontext. Further, the
problem addressed dackson Elementary Schasldescribed, in detail, along with a
review of the information presented in the ELP proposal. Chapter 3 describes the
improvement strategies utilized, including rationale, local data, and liteiaforened
steps taken to address the problem. Chapterséptethe results of the improvement
initiative and takes the reader on a jourr
discussesmy reflections on improvement stegly results, and Chapteofers a
reflection on my personal and professional |leskligrdevelopmentinally, the
appendices includey original proposal and 1&rtifacts that address niyquiry focus

and data collected to examine the impact of the improvement initiative.



Chapter 2
PROBLEM ADDRESSED

This chaterprovides background information on what motivated the
investigation of the problem explored in this study. It begins by framing the problem
on a national scale, and then explores the local organizational context, followed by
situating the local orgamation within the broader sociabntext. Then, detailed
information i s pr ovi site dhichisfurthehimpacead bydhe 6 s
local organization. Finally, the problenmtroduced in Chapter 1 is succinctly restated,
followed by the exptit proposed solution, improvement goal, and my role within the

organization.

Framing the Problem

Placement data fromthéni ver si t y Offi€e ofiCénical Stadiese 0 s
shows elementary teachatueation(ETE) students are placed in school districtthw
majority African American and Hispanic/LatinX student population, for field
experiences, methods, and some for clinical practice. With this in mindepriee
teachers cannot continue to be subjectedvithde-focusedi monocul t ur al
cur r i culo&Robon, QOOTT ehis does not prepare them to interact with
teach, or teach aboustudents from cultural backgrounds (Emdin, 2016), other than
their own. For White teachers who teach in urban contexts, it is important for the focus
of their learningo explicitly include learning experiences that foster the building of

cultural and racial consciousness, cultural proficiency, and sociopolitical sensitivity

pl e



(Banks et al., 2005; Cochr&mith, 1997; Cruz et al., 2014; Futrell & Witty, 1997;
LadsonBilli ngs, 2001; Tatum, 2003).

In teacher preparation, a set of racial literacy skilksssential because if
teachers do not have this knowledge, the quality of education provided to minoritized
students is compromised, as their racial identity, and raailadixperiences, come into
the classroom with them. Additionally, the ways that a teacher interacts with race,
verbally, mentally, and subconsciously are manifested in their interactions with
students, choice of instructional materials, educational deaisaking, and
expectations of students.téfachers araot taught to be aware of the biases that are
rooted in understandings of raitey may hold, they will not be able to act against
them. The only way to engage in ardcist classroom practicas,to first recognize
that race and racism are problems present idemeday schools (Pollock, 200Ba

Majority-minority urban classroom settings are distinctive, but they are often
characterized by a set of challenges that are perpetuated by medidysésieo
common knowledge, and even educatidormational texts (Marx, 2006There are
unigue characteristics that describe urban areas, and urban schools, in contrast to

suburban environments; Bartell (2005) reports these as:
Unsatisfactory academic aelvement

Political conflict

Inexperienced teaching staff

Turnover of administrators

Low expectations and lack of demanding curriculum

Lack of instructional coherence

== =_ =2 =4 -4 A -

High student mobility



1 Poor facilities in unsafe neighborhoods

1 Racial, ethnic, and culturatismatch of teachers and studeg(pts
94)

For the purposes of this paper, the term urban is used to refamngely

populated innecities, often populated by people from African, Latin, Asian,

Caribbean descent, and other ethnic backgrounds that eienafy as Whitewith

residents from socioeconomically disadvantaged backgrounds. The fundamental
difference between undeesourced public urban schools and their suburban and/or
well-resourced urban school counterparts is that there are systemaeticrss

(Kuykendall, 2004) in place that could impede student progress and success, affecting
their opportunities and outcomes (Pollock, 2008b). It is important to widen the
perspective of prservice teachers so that they enter these settings with ancret
information and tools (Pollock, 2008b), rather than falling back on implicit biases and
assumptions (Grant, 1997).

Classic views of urban schools come from a deficit perspective (Emdin, 2016;
Hilliard 111, 1997), which can contribute to pass racist pactices (Marx, 2006n
classrooms, exhibited as mieaggressions (Michael, 2015), which can contribute to
student and teacher racial stress (Stevenson, 2014). Reinforced through common
discourse around urban education, the narrative is propagateddaaistudents are
low-performing and lowachieving; anecdotes paint student academic motivation as an
issue and behavior problems as an expectation. Family structures are believed to be
broken: parents wuncaring, amdheisadcadeiecnt so6 f ¢
work. Throughout history, people of color have been portrayed as lacking, in more
ways than one (Hilliardll, 1997), which contributes # perception that they are

inferior. Though some of these experiences are valid, and a reality for some students,



the deficit way of thinking consistently places the victim at fault, rather than
recognizing the influences of a larger system that contributes to this way of life
(Kuykendall,2004). Less weltesourced urban classrooms are places that face more
challenges than suburban schools, and this has a foundation in economic and political
forces that shape the environment (Wilson, 2011).

Issues prevalent today in urban public schoolghastorical roots in policies
enacted from t he -20thcehtyy (Nebklrfan,s2007)oln thelyears mi d
immediately following the Great Depression, there was an influx of African
Americans from the South to the North in hopes of escaping dom €2gregation
laws and finding freedom and opportunity (Anyon, 1997). The reality of the situation
in many <cities across America was that nAtfF
property valueso influenceditesdndtoaf fl uent t
suburbia (Anyon, 1997, p. 58), as well as thenigration of the Black southerners.

Tax breaks and federal regulations imposed on businesses forced them to expand the
space they would need to operate machinery, which encouraged busindsses an

factories to also move outside of the city to rural areas. Redlining and FHA loans

acted as a catalyst for fAwhite flighto out
ghettoization of wurban cities. Ftesdrer al fApoc
Americads cities, and hastened the deteric

Finally, the deindustrialization of most cities transformed economies from
manufacturing to those Afueled by finance,
climate of potential employment for urban residents, excludingat gagtion of them

(Wilson, 201).



When urban cities were transformed into ghettos primarily for African
American people (Wilsar2011), the quality of schooling for these children desezh
drastically. The most important facet of ghettoization that affected schools was that the
residential and industrial tax base had eroded and the quality of education offered to
students became subpar. Ironically, they would need excellent schoddiocesghe
evolving employment marké urban areas. This legacy has continued through the
years to present day school issues where public policies continue to discriminate
against urban districts that serve seecmnomically disadvantaged students. et
impacting an almost dire situation is the focus on accountability in education which
has served to increase the use of standardized tests, ushering in a basic skills
curriculum that further alienates and underprepares students of color for higher
educaion and lucrative career paths (Darliligmmond, 2010).

The diversity gap between the average teacher and students of coloriis wide
the National Center for Educational Statistics reports that over 40% of students are
nonWhite (U.S. Department of Eduitan, 2015), but only 17% of teachers are of
color (U.S. Repartment of Education, 20i5his disparity potentially has an impact
on education (Banks et al., 2005; Bartell, 2005). This racial, ethnic, and cultural
mismatch of teachers and students (Barg€lD5) is likely tohold implications for
urban classrooms (Banks et al., 2005; Coci8anith, 1997). Negative stereotypes are
at risk for being perpetuated due to the racial background of some White teachers,
which is often synonymous with inexperiencghaminoritized group$ for some
teachers, difference is seen as a deficit, rather than an asset, and this mindset can be
changed (CochraBmith, 1997). White teachers have generally enjoyed a privilege

(MclIntosh, 1988) that protects them from activelpftonting the need to engage in



personal racial work (Howard, 200@pntributingto their lack of racial literacy
(Stevenson, 2014). Where this is a privilege, in one respect, in another, the U.S.
system of White supremacy creates a disservice in thaeWéaichers are not afforded
the opportunity to develop their own positive racial identity (Tatum, 1997). Thus, this
lack of experience with recognizing, acknowledging, and grappling with racial
inequities, present in the education system, puts Whitedesaahrisk of
(un)knowingly perpetuating the racial status quo, in education, mirrored in societal
racial injustices.

The deficit view, popularized in media and even in teacher preparation
programs (LadseBillings, 2001), can contribute to passive raclassroom practices
(Pollock, 2008) in that teachers of urban students come to educational settings with

preconceived notions of their students, and their lives (Emdin, 2016). Marx (2006)

writes that Athe beliefs toattheilswdessmaked pr e s

their way into the classroom even when teachers themselvesar@au@c i ous € of

t hei r tpR2B)urhidid evidencéd through microaggressions that are

subconsciously shown in teacher actions, and subconsciously transmittedt e nt s 0

psyche (Solorzano, Ceja, & Yosso, 2000).

indignities, slights, mistreatment, or offenses that people of color may face on a
recurrent or c o AHardisgtArdrade, SbRoreeroDiazy 20T or r e s
153). Microaggressions can contribute to student and teacher stress, which can impact
student academic success (Stevenson, 2014). Operating in the understanding that the
American teaching force is dominated by a predominantly White racial group, the

opportunity for future educators to be guided through a racial awakening process is

1C

-



essential (Cruz et. al, 2014) to better prepare teachers for service in urban classrooms
(CochranSmith, 1997; Edmin, 2016; Futrell & Witty, 1997; Nieto & Rolon, 1997).
As mentioned above, thteachng force in America consispgedominantlyof
White females, from a middle class income background, a glaring contrast to the
demographics of urban student populations. One cannot assume that all people of
color have similar exgriences (Emdin, 2016), but the reality exists that minoritized
students of colowho come from disadvantaged backgrounds are more likely to be
taught by a middle class, White female (Tatum, 2003). This depicts a serious
difference in background and perspee on life, which could potentially impact the
cultural and racial climate in a classroom (Banks et al., 2005). Teachers from the
dominant racial background are not often afforded the critical moments where they
mustgrapplewit anot her pereesssdtmed sse thexkpowledge gained to
effect change (LadseRillings, 2001). Similarly, teachers from the dominant racial
background are also less likely to be skilled in navigating racial contexts and
conversations (Cruz et al., 2014; Laddgiliings, 2001; Pollock, 2008b) or in the

Adevel opment of racial negotiation skill sc

Organizational Context

School of Education Context
Founded in 1743, the University of Delaware has progressed from a small
private academy for Whiteales to one that offers an education to digegroups of
students, from variousthnic, gender, religious, socioeconomic, national, and
international backgrounds. However, the main campus enroliment is still

predominatly White, with over 70% of undergdaate students identifying as such
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(OEl, 2016). Within the College of Education and Human Development, which houses
the Elementary Teacher Education program, White students makeup 82.3% of the
undergraduate population (OEI, 2016). The mission of the El@meteacher
preparation programs, offered by the University of Delaware, is to prepaseipiee
teachers Ato meet the challenges of educat
(AEl ementary Teacher Educationo, 2013).

One component of the conceptuarhework applied to all teacher preparation
in the El ementary Teacher Education progre
understanding of the diverse studentso | ec
and understanding that equity and equalityrextethe same, and the compassion to
modify teaching and leadership practices to respond to the needs of diverse learners
and their families, teachers, and administ
Education Undergradie Advisement Handbook, 2Q%54). The university expresses
an interest in developing teacher candidates who are conscious of inequalities in the
education system that will i mpact their st
they decide to teach. However, this skill set ndgdeenact an antacist learning
environment (Pollock, 2008b) will be especially necessary for teacher candidates
entering the urban education field (Banks et al., 2005), as they will have to navigate a
schooling environment that, oftentimes, may pressre learning opportunities and
challenges because it is completely unfamiliar to teacher candidates that have attended

mostly White homogenous, suburban and private schools.

Seniordgn the School of Educatiéns E| ement ary Teacher Educ
Thepre-service teachgvopulation demographic, at the University of

Delaware, creates a unique complexity when considering its commitment to preparing

12



teachers to be racially Iliterate. The
School of [Edantarg TeacbenEdscationgptogram students, are

predominantly White and female, as evidenced in the following Table

Table 1 UD Student Demographi@sSeniors

University of Delaware
College of Education and Human Development
School of Education

StudentDemographics Seniors
White  Black Hispanic Asian American Other Total

Indian
Elementary Female 246 2 13 2 1 7 271
Teacher Male 15 1 0 0 0 0 16
Education Total 261 3 13 2 1 7 287

(OEI, 2016)

These numbers show a striking contrast betweenuh#erof White female
and male students enrolled, opposed to the other ethnic groups repreSemtieds
who donot identify as White make up about 10% of the Elementary Teacher
Education program studepopulation, in contrast to the remaining 90% of students
who identify as White. Gender representation is also a factor to note when considering
whom the university is preparing to go out in the community and serve. Women
represent almost 100% of the ptgiion, against a mere .06% male population. These
statistics are more dire than national averages, and they do not reflect the populations
of the growing diversity in classrooms where teachers will instruct. Ultimately, this
creates a mismatch between between the racial backgrounds of teacher candidates

and the raciabackgrounds of students (Banks et al, 2005).
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Elementary Teacher Education Student Teaching, at University of Delaware

The organization of student teaching is an important element tostaalefor
the structure of this study. Student teaching is completed after early field experiences,
during freshman yar, and an observational placement arethods field expénce,
during junior yearln senior year, student teachers complete two full semesters of
clinical practice,Student Teadhg | (STI) and Student Teaching Il (STIthgether,
these serve as a capstone field experience, where teacher candidates participate in
intensive inschool expaences, as a requirement of teacher certification for the state
of Delaware. Teacher candidates are expected to participate in all school related
activities, during the school day, at least four days a week, for 12 weeks.

During student teaching, teacteandidates may also be enrolled in up to 12
additional credit hours, to satisfy degree requirements. Each teacher candidate must be
enrolled in EDUC 400, which is the Student Teaching fieldwork. The participants for
this study were enrolled in a speciatgon of EDUC 400, offered online, which was
an equity focused pilot for the Elementary Teacher Education program. Within this
special section, teacher candidates completed coursework focused on equity in
education, and Race Inquiry Group discussions aeradditional benefit to support
the knowledge teacher candidates were exposed to in their online EDUC 400 section.
The online section of EDUC 400 guided teacher candidates through modules that

would support their thinking about core equitable concefiis.tdpics covered were:
1. What is Equity Literacy?
2. Teaching Diverse Students and Knowing Ourselves
3. Racist Terms of Endearment

4. Inclusion and Equity
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5.  White Privilege and Microaggressions

6. Core and Flex: Identity Development

Through these modules, teacher caat#id participated in a series of activities
that introduced them to equity literate practices;isgtbspection regarding their own
biases, case study analysis, a faEtace equity literacy panel, with parents, teachers,
school administrators, reseaech, and community leaders, and a selection of

readings, along with mandatory online discussions posts reflecting on their learning.

Organizational Context Situated in the Broader Social Context

Refl ecting on the wuniverslingands commi t me
understanding of culture and diversity, tfF
preparation program studentsd demographic
to sufficiently prepare teacher candidates to enter urban classrooms (Banks et al.,
2005;Darling-Hammond, 2006b). The homogeneity of the preservice teacher
candidate base can impact student learning, (Banks et al., 2005) in that the ethnic
representation may not be diverse enough to allow for various perspectives to be
present in classroom awtinical practice settings. Although coursework may expose
students to diverse points of view, without the proper training, students may fall into
unproductive conversation where stereotypical assumptions are reinforced (Marx,
2006; Michael, 2015), supéfal understandings prevail (Banks et al., 2005), and
shallow analyses are made to seem deep (Pollock, 2008a). Students who are Education
majors are presented with a variety of field experiences, in classrooms with students
from diverse cultural, linguist, and socioeconomic backgrounds; however, for those
who find themselves pursuing urban schools as their professional specialization, or

even justasa stopping point during their assigned clinical placement, they need
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additional support (Darlingdlammond2006a; Tatum, 2003) because it is the
responsibility of the teacher to be prepared to teach the children in their classroom,
including the students of color.

In classrooms where White teachers educate students of color, without any
racial education forhemselves, they may adopt a colorblind perspective, which is
detrimental to their students of color (Bonifidva, 2006; Michael, 2015; Wise,

2010).A teacher cannot fully educadechild without recognizing the negative racial
experiences that studen&cé as a redt of racial group membersh{gmdin, 2016). A
positive racial identity for student and teacher is essential (Michael, 2015). Some
teachers believe that the school provided curriculum and schooling practices present a
neutral ground for all sdents to succeed through meritocracy, and this is grossly
inaccurate.

Another perspective that teachers may subconsciously inherit is viewing their
students from a deficit lens, because their general previous experiences have taught
them that students @blor, are generally poor, come from broken families, struggle in
school, and exhibit behavior problems. The students served by teacher candidates of
University of Delaware, are diverse, and though there are surrounding urban
communities and schools, tldses not guarantee that teacher candidates experience
meaningful educational field placements to expand their understandings. White
teacher candidates, from the University of Delaware, have largely been educated in de
facto segregated, mostly White schgyao a racially diverse urban field placement
will present learning opportunities for them regarding race and racial dynamics.

Without explicit attention to the teachable moments that racially diverse education
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settings afford, teacher candidates maygsiie throughout and complete the

placement unprepared to address racial equity issues.

Study Placement Site Context

The placement site for this ELP,JacksorElementary School, in Delaware.
The ethnic group demographics of the staff present a unidieeeti€e from national
averages, where the teacher of color, to White teacher, ratio is almost 50/50 percent.
This presents the opportunity for teacher candidates to possibly learn from, and
intimately engage with, teachers of color, while simultaneoualghiag students of
color. Being that this staff demographic does not mirror national teacher demographic
averages, the larger ratio of teachers of color will afford teacher candidates an
additional factor of exploring race and race dynamics; they mayatsminter a
different perspective of teaching in an urban placement, under the tutelage of

educators of color.

Table 2 JES Staff Demographics

JacksonElementary School
Staff Demographics

African American 44.6%
American Indian 0.0%
Asian 0.0%
Hispanic/Latino 3.6%
White 51.8%

The student ethnic breakdown is characteristic of majamityority innercity

public schools, that senfew-incomestudents, where students of color makeup
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almost 100 percent of the student population, and White students, lefisrédean
percent. The students in this school are bussed in to thiolo@@m other

neighborhoods ielaware, and very few of the students live within walking distance.

Table 3 JESStudentDemographics

JacksonElementary School
Student Demographics

African American 78.5%
American Indian 0.7%
Asian 0.2%
Hispanic/Latino 13.5%
White 2.9%
Multi-Racial 4.1%

Jackson Elementary Schdws a majority percentage of students who fall
below the poverty line and qualify for free/reduced lunch. The English Language
learner population is low, less than 10 percent, and the students who require Special

Education services total less than 20 pet;,cat the time of this writing.

Table 4 JES Other Student Demographics

JacksonElementary School
Other Student Demographics

English Language Learnel 5.1%
Low Income 81.2%
Special Education 19.6%
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Study Site Stakeholder Influence

In December, prior to thetart of the intervention, | held a meeting at the study
site to develop a better understanding of the research site and to gain insights from
schootbased stakeholders (teachers, teachesaahd administrators), into possible
focus area for inquiry. Tdimeeting attendees had the opportunity to share their
institutional knowl edge regarding previ ous
struggle, and possible biases or stereotypes that require disruption. This meeting
conversation was organized usmgemistructured protocolgee Appendix ). This
informational group meeting helped to provide necessary context to the study and
experiential background information from kegshootbasedstakeholders, atackson
Elementary School. Many elements of duaversation provided contextual examples
of the empirical research, presented above on majmittgrity, public urban
education, and provided a basis from which to begin exposing teacher candidates. The
meeting attendedsghlightedthe following themess important areas for teacher

candidates to explore as they learned at this urban clinical practice site.

Overarching Themefsom a Lens of Racial Literacy

1 Classroom Management through-Bscalation Tactics and
Traumalnformed Care

1 Building a Learningcommunity and Getting to Know Students
Authentically

1 Positive Identity Developmentindividual Reflection on Implicit
Bias, Assumptions, and Fears about Urban Areas

The perspective and insight thltcksompersonnel were able to provide

strengthened the foundation of this study by allowing the voices of school
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administration and professionals to be included in the planning stage. The information
gathered helped to direct teacher candidate inquiry in draathe schoebased
stakeholders believed to be opportunities for growth, based on previous experiences
with other teacher candidates. The teacher candidates were introduced to these three
areas during the firshquiry meeting and were encouraged to cd®a focus for

inquiry that would support their knowledge constroicti

Problem Statement

Racial literacy is characterized as a set of skills, knowledge, and beliefs that
can be learned, practiced, and developed through structured learning opportunities
(Gorski & Swalell, 2015; Marx, 2006; Michael, 2014; Stevenson, 2014; Twine, 2004).
Review of the University of Del awarebs EI €
course sequence and curriculum shows that it does not systematically provide
coursework for all tacher candidates that address these skills; therefore, it is likely
that teacher candidates may have limited racial literacy skills and dispositions
(Buchanan, 2015; Cochré8mith, 1997; Ladsolillings, 2001; Pollock, 2004.
Teacher candidates are requirto takeonly one course that explicitly uses the word
Adiversityo in its title; however, from pe
the range of topics that must be covered, limits deep exploration of conversations on
race. This is a problems review of field placement data from the Office of Clinical
Studies shows that the Elementary Teacher Education program is increasingly placing
predominantly White teacher candidates in urban contexts, which generally serve
communities of color.

The prdolem explored in this EL the limited racial literacy skills of teacher

candidates, as a result of limited programmatic opportunities to develop racial literacy
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skills. Novice teachers, entering urban placements, can benefit from professional
developmenthat affords them purposeful occasions to examine their racial identity

and take a critical inventory of their biases, assumptions, and notions of who their

students are and what it means to be a White educator who serves communities of

color (Emdin, 206 ) . Teachersd backgrounds have an
decisionmaking and expectations (Gilliam et, &016), substantiating the need for

this work, and it is the responsibility of effective teacher preparation programs to

guide students throughitical reflection of their understandings, attitudes, and beliefs

about raceBuchanan, 2015; Howard, 2003).

Proposed Solution

The pragosed solution to this problem sva preprofessional development
series thahelpedcandidates acknowledge race, makesseof their own racial
identity, and examine the racial dynamics of their student teaching experience, through
inquiry based approaches. The-prefessional development was delivered through
teacher candidatinquiry group sessions thanraoncurrentlywith their placement in
an urban elementary school. These meetivgyginterspersed throughout the
semester, convening at least five times, and facilitated by myself, as the inquiry group
facilitator.

Allowing teacher candidates the space to collaborgtis@nstruct the meaning
and impliations of race in urban schoasaws on constructividtased instructional
approaches that seek to all®@rnes an active role in developing their
understandings (Kumar, 2006). Inquiry groups were chosen as a forofeggponal
devel opment because fiinquiry has successf.L

shifting their practice usingthgor and r ef | ect i p8).dnquinMisec hael ,
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allows participants the freedom to choose how they reflect on their practice

additionally, inquiry is specifically named as a skill for teacher candidates to practice

in the School of Educationébés Conceptual Fr
Further, this space will also be used to explore skills that may contribute torteache
candidatesod increased preparedness to navi
urban classrooms and to consider intersecting forces of race, class, societal structures,

and education policies that impact teaching and learning. The racial literbsyhekti

wi || be encouraged are teacher candidat es¢
guestions, recognize the role of race through observations, and reflect on race to

influence and build understanding.

Improvement Goal

The goal of the prprofessionaldevelopment series is to engage-peevice
teachers in inquiry groups that help them better understand, question, and explore the
racial dynamics of the urban classrooms they are in and that help them use this racial
literacy process as a toarfnavigating racial encounters throughout their career. In
this way, the preservice teachers can grow in their racial literacy skills and develop
racially literate practices that can be useful in perpetuity. The University of Delaware
currently operatesnder practices that expose teacher candidates to urban areas and
classrooms, but does not adequately or systematically engage them in meaningful
learning experiences that strategically prepare them for successful urban teaching
contexts, where the considtion of racial dynamics is necessary. Considering the
complexities that exist in urban school environments, preservice teachers require
deliberate learning experiences that take research based suggestions and translate them

into practical classroom ajigation (Buchanan, 2015). Teacher candidates need
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assistance in teaching in unfamiliar territoryome have enough initiative to seek it

on their own, while others are not even aware that they require specific support (Cruz
& Ellerbrock, 2014). In ordeto effect organizational change, my goal is to utilize
literature and contexttased needs assessment data to develgurgiessional
development experiences, through inquiry group sessions, to engage teacher
candidates in critical inquiry of their racidentity and the role of race in urban

schooling.

Research Questions
Two reseech questions guided this study:

1. How did the race inquiry group function as a space for teacher candidates
to talk about and learn from racial encounters and race dynamiasyas th
completed an urban student teaching placement, serving students of
color?

2. What did teacher candidates learn as a result of participating in a race
inquiry group within an urban student teaching placement serving
students of color?

Organizational Role

My specific role in this project
| have taken on the role of an exterimgjuiry facilitatorin order to help
improvepres er vi ce teachersd orientationtofor
advance their preparednessyiarking with the unique populi@ns that exist in urban
classrooms, leading them through various learning experiences that can impact their
cultural awakening procesAs a fulktime graduate student, the University of
Delaware, | sought tgain the necessary information to positywenpact the

educational experiences of und@rved, misrepresented, and minoritized students in
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urban schoold.also served as an adjunct instructor, for the School of Education

Shortly after the start of this study, | also accepted the responsibisgrve as the

Clinical Field Instructor for half of the participants. In this capacity, | worked closely

to support candidates satisfactorily meet the requirements for teacher certification,

through individual classroom observations, conferencest dheiu developing

practice, review of formal teacher practice performance assessments, and general

support. This afforded me the opportunity to become more intimately knowledgeable

with the devel opment of -Pgreechimgfacttehe part i c
In the past, as a doctoral student and a former urban classroom practitioner, |

have made it my priority to engage in study of pedagogies (La8ilorgs, 1995),

theories (Yosso, 2002), amtkologies (Bell, 2009; Loyer& Gijbels, 2008) that hze

been found to impact the academic achievement of urban student populations, notably

sociceconomically disadvantaged students, in geographically urban spaces.

Why do | care?

As an adjunct instructor, for the School of Education, and as a Clinical Field
Instructor, atlacksorElementary School, | am responsible for encouraging pre
service teachers to meaningfully embrace diversity and equipping them with the tools
and knowledge to create inclusive learning environments for their future students. In
the @st, | have served as a teaching apprentice for EDUC &sBan Schools in
Urban Landscapes; the goals for this course included introducing candidates to the
intersecting forces that shape education in the United States, exploring frameworks
that prioritze issues that help candidates better understand urban spaces, and engaging
candidates in critical reflection of challenges and successes in urban schools to prepare

them for potential service in these landscapes.
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Going forward, it is my goal to fuse mgt®larly study with practical
application to address the problem of a mismatched predominantly-raciab
teaching force with a more diverse student population. For the purposes of this
Education leadership portfolithis responsibility is shareimongme, as the
consultant and field instructor, school based administration, clinical educators, other
universitybased field instructors, and candidates enrolled at the University of

Delaware, who volunteered for this study.

My professional commitment

This will contribute to my professional growth as it marks the first formal step
in achieving my personal goals. Though | have a long way to go in this profession, |
have dedicated my life to diversity, inclusion, and social justice. Learners of all
backgroundsra preparing for careers in an increasingly global society and part of my
responsibility in preparing-B2 students for life after graduation is exposing them to
different ideas, life experiences, and perspectiviss should begin with the
preparation bfuture teachers entrusted with developing constructive and contributing
citizens. | embarked on this journey in education with the goal to be an agent of
positive social <change t hr ou-gdwicetehacherat i on,
training is o avenue of effecting widecale transformation.

Throughout my teacher practitioner and school leadership experiences, | have
been |l eft with the resounding thought that
have made it my business to gain all thels needed to make my passion a reality.

Education is a fundamental pillar in the success of our nation, and | will effect positive
change in the development of successful, constructive adults. Completing this

Education leadership portfoligith the focusof preparing preservice teachers to enter
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urban classrooms from a more racidilgrateperspective will help me to be an
effective |l eader in this nationds -educatic
service teachers to guide ungerved and undeprivileged students to realize their

potential and actualize their dreams.

My ultimate goal

In present literature, when researchers (Flanagan, & Schoffner, 2013; Jacobs,
2010) discuss 21st century schooling, it is often in terms of improving instruction
utilizing technology and building student s
however, thecultural proficiency of future teachers must be added to the conversation
(Zhu & Zeichner, 2013). In a society of increasing diversity, my ultimate goal of
instructing at the university level is to better preparegem@ice teachers to educate all
studens, through a restructuring of teacher preparation prograrhd.qtudents must
be guided through the procesfs navigatingdiverse social settings, constrimct
knowledge for themselves, and critically intenagtwith material (Delpit, 2006) this

begirs with properlypreparingpre-service teachers (Darlifgammond, 2006b).
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Chapter 3
IMPROVEMENT STRATEGIES

Rationale

The University of Del awareds Conceptual
Education Programs asserts that teacher candidates will embody the trait of a
icommi t men andénoouraggslaintdyiod at es t o engage in A
learning ad improvement oftheir practice  ( Usity of elaware, 2015.3).
Especially important for candidates working in an urban school, exploring a
commitment to equity also involves understanding the impact of racial dynamics in
the effort to create equitable learning eoaiments and the development of knowledge
and skills necessary to Arecognize, respor
conditionso ( Gor s k)i Deficit wsaof wban studentadl 5, p
classrooms are often based in racial and sedmomic stereotypes, and this can lead
to an unconscious bias toward students, wkt
potental@ad moti vati ono ( &iallylteaatelpractic®ifcludethe p. 1) .
ability to recogni zthe racatidedtity ofdheinstudeats and | i der
how racial dynamics affect the school setting (Michael, 2014; Stevenson, 2014;
Twine, 2004).

Thesystematic opportunity to engage teacher candidates in meaningful
learning experienceabout racethat strategidéy prepare them for urban teachijragn
be offered through inquiry group sessighBchael, 2014). Collaborative construction

of meaning through inquiry, draws on constructidased instructional approaches
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(Garrison et al, 2010), which supports prinegof effective professional development
(Guskey & Yoon, 2009), and provides teacher candidates the opportunity to impact
positive social change (Cochr&mith & Lytle, 2009). The focus on the improvement
of racially literate practices can support theippos impact of teacher candidates in
their ur ban clinical practice environment,
may better prepare them to navigate the school setting with students who are
overwhelmingly impacted by race

Educators who teadh schools that predominantly serve students of color,
from low sociceconomic backgrounds, and inner cities, require learning experiences
that allow them to understand their own ethnic and racial identity, potential prejudices,
and implicit biases, in osd to more clearly view their students, their classroom
interactions, and even students0 families
Hammond, 2006; LadseRillings, 2001; Tatum, 2003). Teacher candidates who
engage in critical inquiry (Cochre®mith, 199; Michael, 204) and reflection
(Howard, 2003)in their urban classroomsiay develop racial literacy (Stevenson,
2014; Twine, 2004) as a result of their involvement in race inquiry work.
Acknowledging the importance of understanding race and its iniphsain
classrooms (Howard, 2006; Michael, 2014) is seen as a foundational building block
for teacher candidates who serve in urban sch{@udshanan, 2015)The purpose of
this project wa to explore whether students who particigaeinquiry group pre
professional development (PPD) demonsttaisy shift in practiceghat suppoedthe
building of racial literacy skills.

Guided experience in using the inquiry method &etpacher candidates to

distinguish issues, explore various methods of examinahdrinvestigation, paired
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with collaborative construction of meaning in inquiry group meetings and critical
reflection (Garrison et al., 2010). Rors project, critical inquiry wa
operationalized, heavily, from the work of Cochh@mithand Lytle(2009) and
extended by Michael 6s (2014) focus, explic
This inquiry community is structured to foster deep intellectisgiadirse about
critical issues @round race] and thus [becomes a space] where the uncertainties and
guestions intrinsic tounderstanding race] can be seen (not hidden) and can function
as grist for new insights and new ways to theorize [the role of race in schools].
(CochranrSmith, 2009 p.37)
Critical race inquiry (CochraBmith, 2009; Michael, 2014) sewvas the
vehicle b engage prservice teachers in conversations about how to address implicit
assumptions and biases, promote positive racial identity, and create classroom spaces
that acknowledge the impact of race. Each meeting allé@zdher candidateéke
opportunityto share their work, engage in productive conversations about race, and
work collaboratively to construct meaning about race in the urban school environment.
This project ismecessary, as the findinggaminel the usefulness of critical race
inquiry intervention to develop recommendations for the Elementary Teacher
Education clinical experience structuae the University of Delawarénquiry group
participationwasoffered as prgrofessional development to encourage teacher

candidates to develop the ralditeracy skills of inquiry, recognition, and reflection.

Theory of Action
The figure below illustrates the theory of action that evolved during this study.
Recognizing the limited scope of thorough exploration, the focus for this ELP is the

developmenof racial literacy skills, in prservice teacher candidates, at the

29



University of Delaware. However, these skills are being highlighted under the premise
that equity literacy in education sets the context for the importance of building racial
literacy skils. The decision to focus on the development of racial literacy skills, rather
than equity literacy skills, was deliberabeequitable practices, often, stem from
inequities that are rooted in racism and racial discrimination. In order to prevent
superfcial understandings, teacher candidates must engage in honest dialogue that
explores depths below the tip of the proverbial iceb8aytinginquiry with a focus

on equitymaynot get a person to a better understanding of race, but starting with
focus o race willhelp teacher candidatesbetter understanequity. This is an

important note because as teacher candidates began to engage in the building of, or
reinforcing of racial literacy skills, the theme of equity was gwesent. Within the

urban cinical practice site, it was essential to provide structured guidance for teacher

candidates to improve limited racial literacy skills.
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Equity Literacy: Sets the context for the importance of building racial literacy (R.L.) skills.

? |

Investigate
A P

?}.\Courag €s Discuss

Racial Identity
Racial Consciousness
Race in Schools
Race in Broader Society

R.L. Skills
Inquire about Race Leami“%
Recognize Race
Reflect on Race

May prompt a
revisiting to

Attention to race-based inequities and more equitable practices in education : Equity Literacy

Figure 1 . Theory of Action

Race Inquiry Group Cycle

This began with participation in the race inquiry group which led students
through the cycle to ask, investigate, create, discuss, and reflect on an issue involving
race (Bruce & Bishop, 2002). The race inquiry groups served as tpegiessional
developnent (PPD) and were implemented as a series of inquiry group sessions, led
by an inquiry facilitator. After time for observation and involvement in the placement
site, teacher candidates were encouraged to distinguish an area of investigation under

three entral themes, generated from a scHmaded stakeholder brainstorming
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session: 1) classroom management througbsdalationdctics and traumaformed
care;2) building a learning community and gettitagknow students authenticallgnd
3) positive idatity development individual reflection on implicit bias, assumptions,
and fears about urban areas.

Teacher candidates were then guided to focus on issues related to race and
equity matters in their urban school placement and ask a question, achievingtt
step of the inquiry cycle. The second step of the cycle moved teacher candidates
forward to investigate their question through data collection. This required teacher
candidates to create customized ways of documenting their investigation. Diging t
period, teacher candidates brought this information back to the inquiry group meetings
to discuss their data and reflect on what they were noticing, and/or their findings.
Sometimes, this required teacher candidates to develop deeper questionsgegardin

their focus for inquiry, and go back to a different step of the inquiry cycle.

Individual Process

The inquiry group cycle encouraged teacher candidates to engage in individual
processes that developed racial literacy skills, and engagement in thedpssie h
teacher candidates to practice these skills. The racial literacy skills that were focused
on within this project were: inquiring about race (Michael, 2014), recognizing race
(Stevenson, 2014), and reflecting on race (Howard, 2003).

Inquiring about Rae: Inquiring about race is a racial literacy skill that allows
teacher candidates to begin grappling with the understanding that they have to begin
guestioning the status quo regarding the silence around race, in schools (Michael,
2014), that have very aéimplications for minoritized students. In addition to

realizing that racism has subconsciously infiltrated the thoughts and opinions of many
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Americans, a teacher candidate must also begin to explore how race has impacted the
lives of people in urban aae. Often, the majority of urban residents are characterized
as economically and educationally disadvantaged people, unemployed, or
underemployed, struggling to support families. This is the unfortunate truth for many
inhabitants in the inner city, but weer candidates must do more than recognize a
personds situation. True engagement comes
cities were developed, and the economic, historical, judicial, and political forces that
created the circumstances in which thaidents and families must survive. The
recognition of power structures at play can help to begin the conversation of how
racism has a serious impact on 21st century education in urban schools, and
continuous inquiry and questioning can expand the perspsaif teacher candidates.
Recognizing RaceSo often for people who are members of the dominant
White racial group, it is easy to ignore racism as an obstacle of the past that has been
overcome. Participation in inquiry can guide teacher candidates thtbegnental
process of introspection where they develop the skill of recognizing the role of race at
play, in their lives, their upbringing, their environment, their current and past school
experiences, and their worldview. Though this process is nairlared candidates will
find themselves at different stages of race consciousness, the racial literacy skill of
recognition is a necessary step in helping teacher candidates productively navigate
environments that present racial dynamics that require iattgfitorsford, 2014;
Stevenson, 2016). Teacher candidates may begin to consider how their background,
and the United Statesdé racialized history,
urban schools, and urban students. This experience can also lmetpasignizing

their racial lens, which might include their unconscious biases and assumptions.
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Critical Reflection:Critical reflection is a main component of a teacher
candi dateds raci al awakening process and &
travels the journey to racial literacy differently, and again, this is not a linear process;
however without theapacity to engage in critical thought processes that take what a
candidate is questioning and recognizing, regarding race, to develop new
understandings, they will not be able to move through the potential phases of
awareness, acknowledgement, acceptaaro@ actiori this type of personal
development takes time and requires deep reflection on the part of the individual
seeking change. Preservice teachers cannot be forced into racial competence, but the
seed can be planted to provoke the thought to exaimaéireown beliefs, ideas, and
implicit biases. This personal reflection can be similar to, and different from, the
reflection that may take place during the inquiry group cycle. The reflection in the
group cycle is a publ ispersombreflectiog, gemdrallya t eac F
regarding their inquiry focus, and allows room for feedback from peers and the
facilitator. Personal critical reflection, however, may not always be shared, but this
does not mean that teacher candidates are not makirggafetheir inquiries and

recognitions.

New Understandings
Upon experiencing the inquiry group sessions, it was expected that teacher
candidates would be encouraged to engage in individual mental processes to practice
the racial literacy skills to inquireecognize, and reflect on race and race dynamics.
This led to learning that created new understandings for candidates that included:

racial identity, racial consciousness, race in school, racial interactions, and race in
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broader society. Each of the nemderstandings are described below, and examples
from the data are presented in Chapter 4.
Racial Identity:This category explains moments when participants are
discussing experiences when they were forced to explore their own personal racial
identity,and or situations where they were guidec
identities. Raci al identity i s operational
group that impacts their world perspective, choices in life, search for self, and
potentially t he way ot her s may make judgments
Racial Consciousnes$his category explains moments when participants are
discussingexperiencesvhere they articulate being aware that race was factor in a
situation. For some participants, race was gheral element of their education and
life experiences. Developing consciousness around race helps teacher candidates
better engage in race inquiry group meetings.
Race in Schoolsthis category explains moments when participants are
specifically discussig the role of race in school buildings, classrooms, teacher
decisionmaking and thought processes, in curriculum and instructional resources, in
conversations between students, and/or interactions between clinical educators and
students, teacher candidaind students.
Race in Broader Societ{his categorycapturesnoments when participants
articulate taking their learning about race and recognizing its role or influence in
situations outside of their placement school. Often, for participants, theseesxges
included elements that incorporate the role of race in social inequities.
The new understandings did not serve as an endpoint and may have prompted

teacher candidates to revisit the practice of using racial literacy skills to continue their
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learring, or begin a new learning cycle through race inquiry. Thislimear process
of learning through inquiry could i mprove
lead to further attention to ratm@sed inequities and more equitable practices in

education.

Research Questions

Two research questions guided this study;

1. How did therace inquiry grougunction as a space ftgachercandidates
to talk about and learn from racial encounters and race dynamics as they
completed an urban student teachingeitaent, serving students of
color?

2. What did teacher candidates learn as a result of participatingoea
inquiry groupwithin an urban student teaching placemsatving
students of color?

Design and Methods
Sample

The participants were nine teachend@ates from the University of
Del awareds El ementary TeaddtksorEleBentatyat i on pr
School, for their clinical practice experience. Eight teacher candidates identified as
White women, one teacher candidate identified as an Atdeaarican woman; with
ages ranging between-P2 years. The teacher candidate participants were recruited
as a convenience sample because of their placement at an urbaln w&h a high
population ofstudents of color, from lowncome backgrounds. Talbeprovides
background information on the teacher candidate participants, followed by a brief

profile for each candidate.
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Table 5 ParticipantBackground Information

Participant  Gender Self Certification  Student Grade Clinical Clinical
Identified Seeking Teaching Level Educator Educator
Race and/or Level Race Gender
Ethnicity

Astha Female African- K-6/Special  STI Third 1. White 1. Female
American Education Grade 2. White 2.Female
Belinda Female White/ltalian K-6/Middle  STII Third 1. White 1. Female
and Polish Social Grade 2.White 2.Female

Studies
Charisma  Female White K-6/Middle  STII Third 1.Black 1. Female
School Grade 2.White 2.Female

English
Giselle Female White K-6/Special  STI Fourth 1.Black 1. Female
Education Grade 2.Black 2. Female
Jannette Female White/Jewish K-6/Middle  STII Fifth 1. Black 1. Female
School Grade 2.White 2.Female

English
Malehna Female White/Jewish K-6/Special STI Fourth 1.Black 1. Female
Education Grade 2.Black 2. Female
Marisol Female White K-6/Special  STI Third 1. White 1. Female
Education Grade 2.White 2.Female
Rebecca Female White/Jewish K-6/Middle STII Third 1.Black 1. Female
School Grade 2.White 2.Female

English
Sethu Female White/lrish K-6/Middle STII Third 1. White 1. Female
School Grade 2.White 2.Female

English

Participant Profiles

ASTHA

Astha identifies as an AfricaAmerican woman who grew up in a
predominantly White neighborhood. Coming from a middbess background, Astha
reported that, growing up, she had mostly White female friends, because of academic
tracking. Astha is currentlyithe first phase of the student teaching internship
experience, and she is pursuing dual certification in Elementary Education and Special

Education. In her innecity school placement, she had two White clinical educators
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(CE) to learn under. Astha holddeadership role in a historically Black sorority and

exudes seftonfidence as a minority in the inquiry group.

BELINDA

Belinda is a White woman, with Polish and Italian ethnic roots. Belinda had
limited experiences with people of color, until shechesdl college. Though she was
raisedinanuppemi ddl e cl ass neighborhood, Belinda
tobeclosertomiddle | ass, with neither of her parent
Belinda is an Elementary Education and History/Sodadii®s dual major. At the
completion of this study, Belinda completed her full undergraduate experience, and
she was looking for fultime teaching employment. She had two White clinical
educators during her placement, and outside of teaching, Belindzoaldwed sports.

CHARISMA

Charisma is a White woman, in her second semester of student teaching. She is
fairly private about her family backgrounc
growing up, but this does not seem purposeful. She seems mies eébout being a
participant in race inquiry groups and takes an active role in her learning. Charisma
mainly focuses on sharing experiences and observations from her placement
classroom and using the inquiry group sessions to gain feedback from pagng s
her own thinking, and developing new understandings. Charisma graduated at the
conclusion of the race inquiry experience and was on the job market, looking<or full
time teaching employment. Charisma was seeking certification in Elementary
Education with a specialization in Social Studies.

GISELLE
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Giselle is in her first semester of the yé@mg student teaching internship
experience. She self identifies as White, and describds-h2ischools as being
Amostly White. 0 ShafewAfipaeAmerean stidants inthdrer e wer
schools, and that everyone wiisends with each othereven though in hindsight,
she realizes that they were separated from each other, in classes. Giselle was generally
quiet in the inquiry groups, and usually spoke toward the conclusion of meetings, or
with some prompting. Giselle verbally expressed haygsition of being the miority
in her classroom. Race waset a topic that she had much experience with discussing.
She had two AfricasAmerican clinical educators for her placement.

JANNETTE

Jannette is a White student teacher, from New Eng@gaduating at the
conclusion of the semester and hoping to gain employment near her hometown.
Jannette expressed an initial interest in understanding, discussing, and exploring racial
elements in school settings. Jannette was a regular contributor &y igopup
discussions and engaged in her own prior research, which helped to build her
background knowledge. She was quick to offer practical suggestions to her peers and
share resources with them, such as articles, or books, that would deepen their
engagerant with race. Jannette takes pride in her Jewish identity and used her heritage
as a way to build relationships with students. Jannette had an Aitoarican and a
White clinical educator. Jannete was pursuing certification in Elementary Education
and Eglish.

MALEHNA

Malehna is a student teacher in her first stretch of thesemeester clinical

experience program. She identifies as Whiteandcc r i bed t he school 6s
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student of color population as being new to her. With two Black clinical salscand
a majority of students of color, Malehna was a minority in her learning environment.
She was not overly talkative during inquiry group sessions, but she when did speak,
she shared experiences and observations from her classroom and tried temaeke s
of them, in relation to what her peers were contributing to the conversation.
MARISOL
Marisol is a White student teacher in the first half of her student teaching

experience. Growing up, she explains that though her community was fairly diverse, in

her Advanced Pl acement track, in high scho
whowerenoAWhi t e. Mari sol describers her wupbrir
good home, 0 and fia really good family. o0 Me

the starbf the placement, Marisol was concerned with being able to connect with her
students, considering the differing backgrounds that they came from. Marisol was
majoring in Elementary Education and Special Education.

REBECCA

Rebecca identifies as Jewish, ahd somes from a family with experience in
social justice action. She is not a stranger to the ideology of embracing others, stating
that she fAactively taughto that everyone i
groups, Rebecca was a vocal paracip willing to challenge herself and be
vulnerable with her biases, shortcomings, and desires for growth. Even with some
background knowledge in conversations around race and poverty, Rebecca admits that
this experience was the first time where she wastimority, and that helped her to
wonder about the perspectives of people of color. Rebecca had one Afneaican

clinical educator, and as a graduating senior, she looked forward to serving in a non
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profit community service organization, in urban salspupon graduation. Elementary
Education and English were Rebeccads acade
SETHU
Sethu is a proud Irish woman who will begin her graduate studies, immediately
following graduation, at the conclusion of the semester. Sethu attended predgminantl
White schools, and completed classes in the Advanced Placement track, which further
segregated her from students of fwhite backgrounds. Sethu shares that she comes
from a family that she considers mildly racist, but she does not think this hasdaffecte
her deeply. Sethu is pursuing Elementary Education, with a specialization in English.

In this placement, she has two White clinical educators.

Data Collection Procedures

Data were gathered from a variety of sources. Teacher candidates participated
in PPD, through inquiry group sessions, over the course of 10 weeks, meeting five
times. A full Professional Development Rlean be viewed in Appendix.D

Teacher candidates also participated irgomg student teaching coursework,
in EDUC400, that may hawipplemented their understandings of critical issues
regarding race in urban classrooms. | had access to their online discussion post
responses that were completed as requirements of the teacher candidate associated
coursework. Inquiry group sessionstwieacher candidates were recorded and
transcribed. Informal exchanges between inquiry group members and the inquiry
group facilitator, such as personal exchanges, email correspondence, or written and
verbal feedback during the inquiry process was incladedata. Inquiry group

members were encouraged to use an Inquiry Notebook as they progressed through the
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inquiry cyclei this notebook could serve as a place to compile all of their individual
data collection in a central location, in addition to its poé utility as a place to

track their thoughts, analyses, and discoveries, over time. Data was also collected
through the transcriptions of teacher candidate exit interviews. Interviews were
conducted after the last inquiry group session.

The data availale for review included transcribed inquiry group sessions,
semistructured exit interviews, and document analysis. Documents reviewed included
teacher candidate reflections, inquiry notebooks, written participailitator
communication, and online disesion post responses that were completed as
requirements of the teacher candidate associated coursework. Data was collected

following the timeline below, in Table 6
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Table 6 InterventionTimeline

Date Event Topic Next Steps
February Teacher Candidate Teacher Candidate Take observations
6 Orientation Equity Orientation, based on three area:

Recruitment, Informed  for inquiry
Consent,

Introduction to Project,
February  1%'Inquiry Group Introduction to Inquiry  Choose a focus for

23d Session Cycle, inquiry
Review of Inquiry Communicate with
Notebook, Inquiry Facilitator
Teacher Candidate Narrow down an

Observations Sharing, inquiry question
Discuss Developing
Inquiry Questions

March 2" Inquiry Group  Discuss Data Collection, Collect data
14h Session TeachelCandidate Track observations
General Sharing and reflections
April 12t 39 Inquiry Group  Discuss Data Analysis  Collect data
Session Teacher Candidate Reflect on data
General Sharing collect

Develop conclusions
May 2"d 4™ Inquiry Group  Discuss Data Analysis  Reflect on

Session and Conclusions experience in
Teacher Candidate preparation for exit
General Sharing interviews
Bring Inquiry
Notebook
May 397  Individual Exit Followed semistructured
gth Interviews interview praocol
Instruments

SemiStructured Interview Protocol Development
The semistructured interview serveals an exit interview where each

participant had the opportunity to reflect on their participation throughout the inquiry
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groups and share thekperience, individually. The majority of data collection took
place in a group setting, and though all participants were encouraged to share, the
limitations of timed group sessions may have impeded on participant ctintmibChe
inquiry facilitatoradmnistered this protocolXppendix Ab), within two weeks after

the conclusion of the inquiry group intervention term. Teacher candidates and the
inquiry facilitator met privately, and the interview was recorded, transcribed, and
coded.

The semistructured interview was based generally around the race inquiry
protocol of Ali Michael (2014). MichagP014)conducted race inquiry groups with
in-service teachers for one year, in several school districts, and her work served as a
primaryinfluence for this ELP. Mi chael 6s (2014)
match the accessibility and expectations forgmerice teacher participants.

Additional questions were added to meaningfully engage participants in their

educational preparedness fming race inquiry work, their individual process and

experience throughout the inquiry group term, and how their participation impacted

their thoughts about race in schools, currently and moving forward. Participants were

also asked to explicitly referene t he i nquiry facilitatoros |
process. Teacher candidate responses to that specific questiahteeni@rm future

inquiry group replication and implementation. Through ssimictured exit

interviews, teacher candidates wereviled the opportunity to share their personal

stories to add voice to the picture being created around their involvement in race

inquiry work. The table below shows the relationship between the interview protocol

and research questions.
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Table 7 Research Questioms Relation to Interview Questio

Research Questions in Relation to Interview Questions

Interview Question
Research Question
How did the RIG function as a space for processing ra Q2, Q3, Q5, Q6, Q7,
encounters and race dynamics during the completion « Q8
an urban studenéaching placement, serving students ¢
color?

What did teacher candidates learn a result of participa Q1, Q2, Q3, Q4, Q6,
in a race inquiry group within an urban student teachin Q8
placement serving students of color?

Data Analysis Methods

The data gathered in this project was analyzed as appropriate for the type of
data collected and based on the research questions. | developstudiss and
conducted a crossase and within case analysis by applying an open codingsgroce
and using a constant comparison approach. Dedoose online analysis program was used
to support the coding process. In qualitative work, data collection and data analysis, do
not typically follow a linear process because constant comparison and rewisions
coding scheme, for this study, led to the development of concepts throughout the
analysis process (Lichtman, 2010). Below, | have included the research question, in

addition to describing analysis methods used to answer that question.

RQ 1:How didthe Race Inquiry Group function as a space for teacher
candidates to talk about and learn from racial encounters and race
dynamics as they completed an urban student teaching placement,
serving students of color?
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The coding of raw data was conducted tigtoa series of data review. A
coding unit was decided to be a meaningful cluster of words that expressed an idea.
Themes were developed by noting patterns in ideas expressed from participants in the
transcripts. As themes developed, | made notes of thémmwine data and on a
separate sheet of paper. After a few iterations, | began to look for ways to group the

codes that developed from the dathis process is depicted in Table 8.

Table 8 Code Mapping: Three Iterations of Analysis

Code Mapping: Threelterations of Analysis (to be read from the bottom up)

CODE MAPPING FOR INQUIRY GROUPS
(Research Questions 1 and 2)

RQL1: Space to Process Racial Encoun  RQ2: Learning Outcomes as a Result o
and Racial Dynamics Race Inquiry Group Participation

(THIRD ITERATION: APPLICATION TO DATA SET)
Race Matters:
Critical Inquiry in Teacher Preparation for Urban Teaching Service
(SECOND ITERATION: PATTERN VARIABLES)

Inquiring about Race Recognizing Race Critical Reflection on Race
1A. Asking Questions 1C. Building Relationships 2A. Racial Literacy
1A. Reading About Race 1C. Climate 2A. TC Racial Dissonance
2A. TC Verbalizing
1B. Data Collection 1D. Race and Curriculum  Complexities of Race
1B. Data Analysis 1D. Pupils Initiating Race
Talk 2B. EquityLiteracy
(FIRST ITERATION: INITIAL AXIAL CODES/SURFACE CONTENT
ANALYSIS)
1A. Discussing race 1C. Buildingrelationships ~ 2A. Understanding race
1A. Ideas about inquiry 1C. Classroom managemer 2A. Racial conflicti
1A. Home life and schoc 1C. Teacher student inaction and addressing
1A. Awareness communication racial conflict
1C. Behavior expectations 2A. Importance of race
1B. Data collection 1C. Classroom respect 2A. Institutional racism
1B. Data analysis 1C. Aggression 2A. Whiteprivilege
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1B. Commenting about 1C. Teaching style mismatc 2A. Personal racial identity

inquiry groups 2A. Productive race
1D. Race and curriculum  conversations
1D. Low academic 2A. Reflecting on race
expectations 2A. Engagement with race
1D. Classroom academic  2A. Intragroup
activities discrimination (Internalized
1D. Race generalizations  racism)
1D. Productive 2A. lll-preparedness
conversations about race
1D. Black vernacular 2B. Social Justice

1D. Broaching racial topics 2B. Implicit bias
2B. Verbalizing confiénce
2B. Verbalizing discomfort
2B. Longterm effects

2B. Discussing class
DATA DATA DATA DATA

In Table 8, the process begins with the exploration of data to uncover initial
axial codes that categorize surface content. In the second iteration, the coded data is
further analyzed to develop deeper patterns. It became apparent that the groups being
formulated were aligned with my practical outcomes. The practical outcomes of this
study were for teacher candidates to inquire about race, recognize race, and critically
reflect on race, during their placement at the research site and throughout the
intervertion term. In the third iteration, the overall concept that race matters created a
big picture view of an overarching understanding developed by candidates, through
participation in critical inquiry during their urban teaching service, as part of their
teacher preparation. Finally, all of the codes were connected to the aligned research
guestions of the study, organized by the numbers one or two, i.e. 1A, 1B, 2A, 2B.

Once | couldhotdevelop new codes from the data, | went back into the data to
create frguency chartssge Table 9 and Table J1&pecific to individual participants.

This frequency chart helped to understand how often, and in what ways, participants
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were contributing during inquiry sessions. It also helped to document the patterns that
individual participants created throughout the term. The coding frequency charts,
additionall vy, added to the data on how/if
changed over time. The frequency charts created documents that supported the
development oparticipant individual case narratives. Finally, a coding scheme chart

was developing linking research, to codes, with definitions, and a sirgiepéxin

Table 11
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Table 9 Inquiry Session Coding Frequency

Inquiring About Race RecognizingRace Critical Reflection on Race
ER 2 2 £ 5 3 2,
@ < ks = = s E S« g 5 _g D¢
5 o S e o 2 @ c2 Ec s 4 58 83
2% S5 S T 2 & 23 2 5 T 55 8=
g 0 c O 8 8 o= e e &8 g 'S X q >3
n S v © © © S5© = S > S & T O S 0.2 OO0 &
<O x o o) e m O XxXoO ac x o 12 e o
Astha 4 1 4 2 7 3 3 1 5 4 2
Belinda 2 1 2 1 8 8 1 2 1 6 4 2
Charisma 8 1 3 3 16 15 4 10 12 5 5
Giselle 2 1 3 3 7 3 2 9
Jannette 7 1 2 1 13 10 4 5 3 1
Malehna 1 1 4 8 3 3 1 1
Marisol 5 2 9 9 1 1
Rebecca 6 1 13 18 5 3 9 6 3
Sethu 5 1 3 1 3 1 1 4 1 3
Contextualized Examples
Astha BEV H H H
Belinda H TS4 H4 A Bev H H
Charisma BEVTS4H H3A Bev H TS
L
Giselle TS2 H3
Jannette BEV TS H A H H
Malehna BEV2 TS5 H4 A5
Marisol TS5 H TS2 H2
Rebecca TS3 L9 A LH H
Sethu TS

H 7 Home life and School BEV i Black English Vernacular TST Teacher Style Mismatch A i AggressiorL i Longterm Effects




0§

Table 10 Exit Interview Coding Frequency
Inquiring About Race RecognizingRace Critical Reflection on Race
— gy} (7)) > )
S £ g E g o g g g 2
g 8 O] 8 g w0 % i) 9 E E Q@ )
= 48 = = 0 b - E o 5 5 £ o
) 5 S @ T o o 2 & c 2 - 2 &S
c > cx Qo c 0 < o5 c > Fa ] 2 Qx
SE 55 g 29 % 32> o8 3 S = Sc
58 $ 3 & & o = S § g5 £ ¢ & Gs
e xq = Qo z ao x o
Astha 4 1 3 3 5 6 4 4 6 3 2
Belinda 17 3 13 1 20 7 8 6 10 10 4
Charisma 5 2 8 4 2 8 10 3 16 5 12
Giselle 5 6 12 2 10 3 6 5 8 0 6
Jannette 3 5 4 1 11 4 7 8 5 4 7
Malehna 3 0 8 2 6 5 8 5 11 3 4
Marisol 4 0 9 2 5 10 6 4 9 1 3
Rebecca 6 0 8 2 17 18 8 4 19 12 10
Sethu 1 2 2 9 10 6 2 9 15 4
Contextualized Examples
Astha TSC CM SES
Belinda H SES SES H SES SES
Charisma Beh Beh H
Giselle H TSCCRCM
A2
Jannette SES
Malehna BEV A CAA BEV
SES A2
Marisol TSC
Rebecca H SES3 HCM H2 TSM SES SES SES
Sethu SES H2 Beh2 SES SES SES2

H 1 Home life and School

BEY Black English Vernacular TSTeacher Styldismatch Al Aggression SE$ Sociceconomic Status
CM 1 Classroom Management BétBehavior Expectations TSCTeacher Student Communication CAAClassroom Academic Activities
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Table 11

Coding Dictionary

Inquiring About Race

Literature

Code

Definition

Data Example

Cochran
Smith,
1997;
Michael,
2014

Inquiring
about Race

Asking
guestions

Data
collection

Teacher candidates engaging it
discussion that verbalizes their
guestions about race, racial
interactions, or witnessing
encounters where they think the
race is a factor.

TCs are specifically asking
guestions that revolve around
race.

TCs are asking questions abou!
how to collect data to answer th
guestion they wish to explore
throughout the semester. Or, T(
are discussing their individual
data collection process and
sharingwith the group to gain
feedback from peers and
facilitator.

| feel like after this whole experience, maybe | think
about race more in a sense of, "l wonder why this i
happening, if 1t has tc¢
Do you think that they like, have you noticed that
they're like mistrusting or don't like white people frc
that time period or in that civil rights movement
period or like now as well?

She's white. So | don't know if that has anything to
with it, but it concerns me because | devent to be
that way.

It's the same thing, too, the same discussion when
black student versus ... An African American stude
versus an African student, how they interact, even
though they're the same color. It's the insult, you're
from Africa. It's not a insult, but why do they think
that?

What are the racial dynamics in establishing direct
classroom teachestudent communication? How
would | go about researching or observing that?
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Tablell( cont 6d)

Coding Dictionary

Recognizing Race

Literature  Code Definition Sub-topics Data Example
Buchanan, Recognizing The codes below Ihknow Shﬁ Lnade the rﬁmarkht{) medthtz;t shtf] thin#sl '[h:ey(;jon'tt lists
. ; er as well because she's white and the other clinical educator i
2015’ Race capture different black and she thinks that's why they don't listen to heavé other
Darling- ways that TCs opinions of why they don't listen to her.
Hammond, discuss their
2006; recognition of
Gorski & race, during
Swalwell, inquiry groups.
2012; Marx, Building TCs discussed th: Teacher student And the biggeﬁt thing thﬁlrehe_lll(ijzed, andhnot olnly thii_is like a race
. ; ; i~ati issue, as much as it is all children, is that relationships are
2(?13' relatlonshlps ways _they communication everything. And I've noticed that | don't necessarily know if my
Michael, experienced, or classroom management has gotten, has changed as much this t
2014; observed. race as more of my relatinships have developed, the more it all works
. ' . out. And how taking time to go and ask them how their day is ev
g(t)i\:lenson’ pllaytl_ng ahr0|e In day, and being there to greet them in the morning, ask that.
; relationsnips,
Twine, within the
2004; classroom.
Climate This code Classroom Something | notice between my two clinical educators, one of m

encompasses all management
the elements that
influence

clinical educators has like classroom management goals [Black]
she's amazing. My other teacher [White}, instructionally she's rei
good but classroom management she has some issues.

classroonclimate Classroom

and the learning
environment.

academic activities

Even when I'm teaching the math, I'm like, this is boring.

Her classroom is just boring, so they don't like coming because t
don't like her.

And | think that interms of equity, | don't know how to describe it.
The curriculum, why can't they do fun things? Why can't they do
things and engage with learning? And why is it like this, this, this
this?

Classroom respect

So the thing is in my classroom is my clinical educator will screa
at them all the time. She'll start the morning off like that she'll en:
the day like that. She'll send kids out of the classroom all the tim
One thing she told me once is that she file¢sshe has to because
that's the only way they'll listen because that's what they get at h
But it concerns me that that's the way she thinks about it becaus
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feel like if you build the relationships and you get to know the
students, like what they' going through you won't have to scream
them. They'll have respect for you, you'll have respect for them.
don't understand why she thinks that's the way it has to be.

Behavior so that thing that I'd like to investigate furtheh@w to build
expectations relationships with kids and make lasting relationships with kids.
seize opportunities, anyway that | can to build and strengthen th
relationships in order to maintain that behavioral standard that |
want.
Race and Thesecodes Classroom But | asked, too, | was like, "Can | do a number talks with that," ¢
. academic activities she was like, "I wish, but | got yelled at when | trlgd." She was lik
curriculum capture the ways "You have to follow word for word exactly what this textbook is
that TCs asking," but it's so boringésc
explicitly racerelated. | feel like the quality of instructiondén't
.dISCUSSGId the Low academic And the idea is that it's just love writing. Don't work on it, just low:
Intersection, expectations to write. And they're based around ... Yeah. They're based arour
presence, or lack urban areas. The intent is to get kids who are not good writers tc
: enjoy writing. But, then | was reading about these two African
of presence in the American teachers who were discussing how racist this practice
curriculum and because they were saying first of all, our kids don't need you to
classroom convince them that they like writing. If you see anything that you
learnin write on their own, you'll see that they know how to write, they
. g9 know how to put a pen on a piece of paper. But it's racist becaus
experiences. implying that they are not ready for difficult content, they're not
ready to perfect their writing, they just need to ldzow to write.
Intra-arou ad never like witnessed that before becaisselly people like
Pup| S T ese codes g p | had lik i d that bef b Il le like |
. discrimination Wou_ld think within th_e same race like Wo_ulc_i ... I don't know. | did|
Initiating capture the ways B hi ial realize there were different skin tones within the same race.
race talk that TCs observe( Broachingracial g 5iher students would be like, | know "I know you're light

their students ~ tOPICS
initiating and

discussing issues

of race.

skinned; its fine" and I'm like ... lould never come up, | would
never spark conversation about it, but it was just like "Okay."
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Coding Dictionary

(cont 6d)

Critical Reflection on Race

Literature Code Definition Sub-topics Data Example
Howard, Racial literacy TCs were thinking Lack of skill | heard something yesterday and | heard it agail
2006: Gorski more deeply about wheé tg recast today, it was between two black students and th
& Swalwell, they had observed, one told the other student, he was like "You lool
2012:Marx, witnessed, or like you're from Africa." And | wanted to address
2013: ex_pe.rien_ced and were it but I.Was like "T_hat's not an insult but you §aic
Stevénson bringing it to the group as aninsult." | said "Let's treat each other with

] ! to make sense of the respect.” That's all | said in the moment becdus:
3833 Twine, new, or renewed, was like "l don't know." | didn't want to be like

information, regarding
race.

Thesecodes also
capture moments wher

"That's not a nice thing to say." Because that
wouldn't be true either. And then this morning tr
were like "Stop it, but you're Puerto Rican lookir
so."

TCs are using a racial  Attempts to
lens to view a situation, recast
explore information, or

comment on an

occurrence.

| really liked the ondtlizabeth shared at our last
inquiry group where she was just like, "Have the
talk about their feelings, like what does that wor
mean to them. Where is that coming from?" The
so | feel more comfortable ... Now | have
something to say, because beforklige like,
"That's not nice." That doesn't do anything and i
sounds bad.

Attempts to
resolve

| think just keeping my composure was a big pie
of it, especially with the one student. If | reacted
would have known that using that word would

havegot a reaction out of it every time. Then it

would have become more frequent, | felt like. S¢
just keeping my composure and either trying to
anticipate the situation or try to figure out what's

Teacher
candi

d:

TCs discusses
experences where wha
they observe, hear, or
experience contradicts

| had never like withessed that before because
usually people like | would think within the same
race lke would ... | don't know. | didn't realize
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racial what they know, there were different skin tones within the same
dissonance thought they knew, or race.
heard about race, or Yeah, it's like being white is not an issue until yc
people within a racial do something they don't like.
group.
TCs TC verbalize the And then today, not today it was yesterday, the
verbalizing various anccomplex kids were on computer free time and | saw som
complexities ~Ways that race can the girls were on a site where they were doing
of race manifest in classroom makeup and hair and | noticed all of their
conversations, characters were white. And there was a bar for :
classroom activities ant color too and | didn't comment on it with them bi
curriculum, outside they were changing everything else, eye color, |
social interactions, and color. And Ithought that was interesting. Becaus
society, as a whole. I'm white so it makes me sad that some young ¢
feel that way. Especially this young and it's kind
upsetting to me.
Equity But it's like a system, they're stuck in a system.
literacy And | guess that was swthing | wasn't really

aware before. But then me working with some o
these kids, especially those kids that are, they n
more, they need to be stimulated more, and the
not getting it more. Because they don't have the
opportunity to get it.

And | know | was talking to one of my
students and he was saying how his mom want:
choice school him somewhere else, because he
would get a better education and get to do more
And | looked up the school after the fact, and it
was like an AFBO. And you knowgchools like
AFBO, they get to do those things. And | don't
think it's fair that a school like this doesn't.

And I think that in terms of equity, | don't know
how to describe it. The curriculum, why can't the
do fun things? Why can't they do fun thingslan
engage with learning? And why is it like this, thit
this, this?




RQ 2: What did teacher candidates learn as a result of participating in a race inquiry group
within an urban student teaching placemenvseg students of color?

Data was reviewed to distinguish how teacher candidates applied the racial literacy
skills of inquiring, recognizing and reflecting on race. These led to groups of new
understandings that were shared across participant experieagakidentity, racial
consciousness, race in schools, and race in broader society. Each of the categories was
described within the expl anFgtrelnexanplesfrorme st u
data are provided in Chapter 4. Anotheeus for amlysis of the RQ2 wato distinguish any
shift in thinking, words, or actions demonstrated or reported by teacher candidates,

throughout the inquiry cycle process.
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Chapter 4

IMPROVEMENT STRATEGIES RESULTS

The interactions | had with teacher candidates throughout their clinical practice
semester led to the impact and outcomes of the critical race inquiry group project. The
unique opportunity | was afforded to develop, implemant analyze this improvement
initiative provides a look into an often overlooked facet of teacher preparatigrams that
require attention. \Wen teacher candidates are practicing in urban school settings that serve
students and families who fall vigiito historical social and educational inequities, an
understanding of the context and role of r@oessential

This chapteintroduces case studies of selected teacher candidates to the reader. In
Chapter 3, the reader was briefly introduced to e&thegparticipants. | purposefully
selected five of the nine teacher candidate participants because they best illustrated various
ways, and range of levels, that different novice teachers engaged in inquiry and how they
constructed meaning from the expeade. | chose case studies to present research findings
because they allow for full and detailed descriptions of participant experiences, including
their new understandings. Each case study i
experiencethrodlgout t he semester. |l nf ormation is pr
background and their new understandings about race that were influenced by their
engagement in the inquiry process. | end each case study with a summary of the teacher
candi dat e fakeawaysdi vi dual

After the presentation of individual case studies, a cross case analysis is included.
The cross case analysis highlights connections and distinctions between the teacher
candidate participant experiences, in relation to the new understantithgsstudy and

their individual inquiry process, with consideration of racial literacy skills. Further, |

54



included a reflection on the inquiry group experiences, from my perspective, as the Inquiry

Facilitator.

Individual Case Studies

ASTHA

Background on Candidate

Astha identifies as an AfricaAmerican womanwho grew up in a predominantly
White neighborhood. In reflecting on her Implicit Bias Test results, she was surprised that it
reported heautomatioprefer@ncesfor avhite people over klpeople 6 as s he
identifies completely as AfricaAmerican. Coming from aelf-reportedmiddle-class
background, Astha reported thedte had a friend group that consisted, mostly, of White
girls, as a result of being tracked in higher academic classes Blaek students were
underrepresented. When she enbopposidd hceoal Iseocd ,a
network became when she found a group of other Afrigaierican women to associate
with. Descmnicebd nsttha si s srdéfiefahisoricallBlacki ve me
sorority, anwokehess caosy ea rAndérirestutletitn on campus. Being
Awokeod is a commonly accepted, colloquial t
regards to current ragelated issues. However, sivas back in familiar territory, as the
only African- American participant, in the race inquiry group.

The |l earning environments that her clini
experience were very different. One CE managed a calm, structured clasandaarely
raised her voicé the other CE was a former military service woman and structured her
classroom management around principles that might be more readily observed in a military

style boot camp.

My clinical educator is white and the studentgoesl to her very well, and
she also doesn't ever yell. Like she only yells when it's like a danger, or like
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she's really disappointed in them, you know? But for a really reasonable
reason, not just like, "Get your pencils out!" You know, like some teachers
yell for everything.

Astha describes the two completely different classrooms that she observed and
participated i n, bot Melfdadhiltye | Whiitnag efremali en,g |
During clinical practice orientation, at the start of the semeAstha expressed her
curiosity regarding how her students would perceive her aci al | yeopls har i ng t
assume that | am Latino or Hispanic, duetomy labks. Vi sual 'y, it i s i mg
Astha might be considered racially ambiguowshe is a lighteskinned woman who might
easily be perceived to be of Latin descent, enabial makeup. She systematically explored

this area as the focus for haguiry project.

Engagement in the Inquiry Process

Astha portrayed a general setinfidence in her racial identity as an Afriean
American woman, despite being a minority in the inquiry group. Though she did not speak
much during the first session, Asthid dot have to be coaxed to speak out. She chimed in
on her peersod6 discussions of their beginnin
visibly hesitant to discuss her own area of inquiry.

In the second inquiry groupeeting instead of speaking ingponse to her

peers, Astha introduced an area of racial dissonance, regardingrotgadiscrimination
between lighiskinned and darkkinned African American€olorism is a persistent issue
within communities of color, including Black people (Hunté€¥0?2).In a moment of
vulnerabilityi she expressed her annoyance with the racial divide, and not wanting to
further perpetuate that. This was prompted by the question she was considering exploring as

her inquiry focus, which was based in recognition of s&ne.

The question that | had from the last time was how does my identity as a
lighter-skinned black teacher perceived by my students? Identity as black
people, and my Latino/Latina students? And | am kind of hating this question
now.
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When probed fulter about her emotions toward her initial question, she responded,

Al hate the whole light skin/dark skin controveesy. Thi s t opi ¢ hehitea new
race inquiry group peers, as many of them had no idea why people, within the same racial
group,would discriminate against each other. Even though Astha voiced frustration
regarding the lighskinned/darkskinned issue within the AfricaAmerican community, |
encouraged her to continue with this area for inquiry because it was a focus that originated
within her classroom, initiated by her students. It was also in alignment with her wondering
from the beginning of the semester. | explained that it was a perfect opportunity for her to
further engage her students in an area they cared about, ancitesksoted the occasion

for her to explore the issue from the perspective of action, rather than something that was
divisive i in other words, she could take ownership of the issue and positively impact the
narrative, if she so chose. She took my advice.

Ast hads participation in the race inquir:
session, she spoke infrequently armtheat tri but
beginning, | think | definitely had to like kind of figure out where every@®sahindset
was. Kind of had to like read people to see kind of where they came from and their
pr i nc inphk three.times she did speak, throughout the first hour long meeting, once
was to discuss her focus for inquiryiow her students perceivedrhacial identity, and the
ot her two contributions were to comment on
terms of language and intgroup discrimination. Her peers were discussing the ways that
students use Black English Vernacular in tleesgroom and ways to respond to fhatstha
was clear in the language standard that she set for how students communicate with her. She
expected her students to use Edited American EndlishadsonBillings, personal
communication, Nov 2017) in convesation with her, or during formal academic

conversations, and she supported the student
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spoke, informallywith each other. Asthaas the only student in the first inquiry group to

discuss exerting her authorityore with her students, rather than feeling discomfort.

I've actually made it very clear from day one if they speak to me incorrectly
with grammar | correct them right on the spot. I'm not sure how productive it
has been. | guess I've shown higher exiecta for their language, like
speaking to me, because my clinical educator does allow it in the classroom
even though she doesn't speak like that.

Ast hads words show a sense of agency in |
notes the possibility aheffectiveness, instead of abstractly discussing standards and
expectations, she provides an example of her actions.

Further, during the first inquiry session, while the other inquiry group members
pointed out their observations of Black students withensame racial category, insulting
each otherodos | ooks, Astha confir nskithedt he pr e:
being better than dargkinned, even on their current college campus. She extended the
conversation by introducing the importaradeaddressing racial issues with students at a
young age, so as to combat the lessons they may be learning, socially, about hierarchy in
skin color.

In contrast to her peers, Astha spent less time speculating about her students as racial
beings, fromanwt si der 6 s perspective, and more ti me
build relationships, in recognition of thei.]
their observations on what students said about race, new exposures to the role of eace in th
classroom, or different ways that their students were different from them, including race,
Asthads | ens was from an insidero6s perspect.|
interest to her studeniswhen she first arrived, her students of hatidescent inquired
about her ethnic background and whether she spoke Spastighinformed them that she

was AfricarAmerican.

And when | announced that | think over the two weeks that we've been here,
with some students they've started to look up tonore, listen to me more,
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or like be more intact with me, like make more connections. And with other
student s, it's al most l i ke, 6You're not
listening to you 6

This difference in response of her students struak@ with Astha, and further
impacted her decision to focus her inquiry on this area. Accordingly, during subsequent
inquiry sessions, Astha spoke about her system for better understanding her question, in
terms of data collection and analysishe was onef just two students who engaged in a
more formal inquiry process. Her formal process included explicit data collection, analysis
of results, and verbal reporting of her findings.

In the individual exit interviews, Astha reports developing comfort jinout the
semester,

| wasn't sure exactly like what | could say or how comfortable the other girls
would be with me talking about race, especially as an African American, the
only one in the room, so | think it got more open as it went on, and | felt
pretty comfortable. | felt like they felt pretty comfortable too.

She displays more comfort by beginning to ask questions of her peers, and
encouraging them to view their classroom observations from a racial lens. She goes on
further, to begin explaining cqmexities of race, by beginning to make sense of race for her

peers, selselecting to speak on behalf of Africdmerican students.

| guess back to your point, a big thing in the Black community is respect. You
know? A lot of fights start off with disgeect, and after they get offended,

that's when they get the most mad. They get called out when they're the most
mad. But with your clinical educator, how she says, "I still love you, but blah
blah blah," It's still showing respect. So does your CE apprdabiat way?

Or does she just go straight at them?

In this way, she provides some knowledge for the group, and begins to push their
thinking by using a questioning technique. Her insider commentary helped to push the
conversation along when, as the IGiligator, | tried to refrain from speaking and allow the

TC patrticipants to construct knowledge together. The general comfortroaimethat
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Astha describes seemed mutuahen she askegluestions of her peers, they respechd
immediately and other stadts chimd in. Asthadid not articulate feeling as if her role as
the only AfricanAmerican teacher candidate, in thewp, wa a burden, but that could be a
feeling that she has just become accustomed to, as a result of consistently learning in a

predoninantly White classroom spaces.

Discussing race with students

In the third inquiry group session, Astha was first to discuss initiating an explicit

whole group conversation with her students about race.

So | actually did a real activity with them, and | have been like breakdown
individually. The question was what race do you think Miss Astha is and
why? And so like visual or how I talk, that kind of thing. That's really, just
saying they're fine, they'really cute.

But afterwards we sat down, like in a circle. We talked about what everyone
thought that | was and then at the end | told them what | was. And then |
asked them to take a minute and think about, does it matter like what | am?

As part of he data collection, Astha had hef §rade students journal about their
perception of her racial identity, and then engaged in a reflective discussion about this, with
them. This is significant because Astha was the one to initiate this conversatioemwith h
students, rather than it being a reactive situation. For her peers, the ways that they engaged
in explicit conversations with students about race, wasoorene, in small groups, student
, or Clinical Educator (CEinitiated. This seems important totedecause this choice
demonstrates a willingness and confidence, |
conversation about ra¢eher peers would have deemed this a scary undertaking.

In the fourth inquiry group, Astha was more vocal than she bad all semester.
She initiated topics in conversations, discussed the relationships she had built with students,
responded to her peers, and continued to as|

reflecting on her own participation, Astha descridegteloping increasingomfort
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throughout the semester; however, at the end, she noted was more free. In her private, exit

interview she discussed our last inquiry group meeting.

Particularly the last conversation we had when ... I'd kind of wanted to say
this all along, you know, about how all of the other students had been coming
up to me, giving me hugs, all that stuff. | think it had something to do with the
fact that | am African American. And | think they [her peer teacher
candidates] were still .they're all like, "Yeah, like we under, you know, we
understood."” So, | think they ... I don't think they were offended by it, | think
they kind of understood.

Astha is seemingly attributing her racial identity as a positigerthat attracted African
American students to her, regardless of whether they were in her class, or not. From my
observations of her classroom, though she functioned as-pev&iming rising teacher,
she uses her race as a factor in explaining her ability to build connegtibrike children

around her. This may have been influenced by her own schooling experience:

And I've thinking back to my own personal experience, | went to primarily
white school and there were very few Afrigamerican teachers, but |
remember distinotely my third grade teacher was Africémerican, loved

her. It was a person to look up to that | knew was like me, that | could relate
to more.

Though Asthads placement site was not a pr e
school teaching staff wadoser to 50/50 percentage of teachers of color and White teachers,
perhaps Asthads racial identity did i mpact 1
certainly believed it to be so.

Il n Asthads for mal i nqui r gdhersabesobbound t ha
somet hing that did not theymgdiketevetydneis creatgde r s p e c 1
equally. There were a |l ot of | i kNonethaleds, cr eat ¢
she did note that once word spread that she was AfAcagrican, there were different

ways that students began to interact with her:

| noticed a lot of kids randomly hugging me in the hallways, | don't know if it
was | i ke, that figure to |l ook up to mayb
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come to me and hug nrethe morning, and I'm like "I don't know you, but
good morning." That kind of thing.

Astha did not comment on the studentsd inte
but it was clear that she attributed some degree of her positive imiesagith students, in

school, to her racial identity. Supported by her past experiences in elementary school, Astha
concluded that though her students expressed the basic knowledge that people should not be
treated differently because of the color of tisin, their actions showed that they had a

more automatic sense of rapport, based on their similar racial identities.

Ast hads Takeaways

In her final reflection on participation in inquiry groups, Astha discusses the
importance of having explicit convetgms about race with scheabed children

(Buchanan, 2015), of all racial backgrounds.

| think it's like a necessity, sometimes ... Especially when there are schools
like this, and it's a strong majority of one race, instead of the other, and its
not like very diverse, you know? Especially in schools too, where they're all
White, or majority White. | think it's just important so they can get to ...
understand the races, too, because if they're all together, like all the same
race in one school, they witlever understand other races, or like even think
you have the other races, so it's really important. Or they might just, like in
this school, for example, they might only see their White teachers, and
always think of like White as an upper figure, instefilike their peers.

Astha, firstly, expresses her belief that students need deliberate exposure to other racial
groups, especially when they are learning in racially homogenous environments. She also
recognizes that her students may perceive White péopke in more positions of authority,

as it relates to their consistent view of teachers in power. This may influence a mindset that
each racial group is not equal, in students, and she points out how the traditional schooling

system can perpetuate periteps of racial hierarchies (Horsford, 2014).

And, maybe asking them like what they think other schools are like?
Depending on ... because sometimes you might have ... they like go, "We're
all Black in here. The other allvhite schools have everything."atie But
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sometimes they don't, because | think these students are like privileged to
have Chromebooks, and all of the nice technologies they do have, but it
would be interesting to see like what they think that academic gap is, without
actually calling it agap.

She also notices that her students may take on mindsets of inferiority, or the
perspective that they are undmrved and undeesourced, believing that White students
have more than they do, when at atianmeves, t hi s
students away from simply discussing race, to introducing them to the topic of larger issues
of educational system inequities (Gorski, 2014; LaeBitimgs & Tate, 1995).
Further, she highlights the importance of exposing students to informadtout

other cultures,

In terms of like discovering other races, like a monthly series, or something,
where they talk about controversy, and the history of other races. Especially
if students have never heard of it, because | have this student iasaytio

just moved from Afghanistan, and they're all like "This little Spanish girl,"
and I'm like, "She's not Hispanic." Like they don't understand the differences,
and they're young, and | think it's important now to like embed this in them
and help thenunderstand.

Ast ha explains her studentsd | ack of exposul

community, and she views this as an important area for students to be versed in.
Intersection of race and equity

Ast hads de mon s tacyastnuaocad. $hé beliees thaastudehts shauld
be led to discuss systemic inequities, including race, and the role of schools (Gorski, 2014;
Yosso, 2002), exemplifiedthen shes u g g easkingsstudefits like how they perceive
themselves, and where thynk their future will be, based on like where they are now,
what ki nd of Butdheeaténdstbéyeny whates a natmalbexpectation, in
t hat she also thinks itds important to have
traditionallyundere sour ced as t hey somngtimbsaheydent e , expl a

[understand that they are] privileged to have Chromebooks, and all of the nice technologies
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theydohave 0 Ast hads conver sat i @ided arldshe belevesce and
that studerst should experience a rounded view of their situations, rather than ascribing to
the common belief that they are underved and undeesourced. This is an interesting
point of discussion because Astha seems to suggest that students should be allowed the
space to participate in conversations where they can empower themselves, and look at the
advantages they are privy to, in spite of trying situations, rather than pitying themselves.
Astha played an important role in the inquiry group, as the sole stiedeher of color; she
was able to bring another perspective to the table that was different from hidesgfied
White peers. Additionally, as a Black woman, her racial identity impacted the ways that she
and | communicated, as a participant and resear There were certain understandings that
seemed to come natusabetween the two of us which, in hindsight, limited the depth of
our conversation. Astha actually had the shortest exit interview of all the inquiry
participants. One element that made ioteractions flow naturally, but also limited our
discussios were our shared understandings. For example, in discussing her transition from
a primarily White friend group, in high school, to a Black social circle, on her college
campus, ddeknitety discovered like fny wokeness, in like five minutes, you know,
in college, when it came tothatpoindb An i ssue here was that |
she meant because | had gone through the same transition, in my oam llifkg not probe
further. There were other instances where we had a mutual understanding of a topic, so
internally, it felt redundant to further discuss the point. This was a benefit to our participant
researcher relationship, but it did limit the data | could referemcthé purposes of this
paper, because | did not follow up on these exchanges to have her explain her thinking,
explicitly.

When asked about what resonated most with her regarding the inquiry process,

Astha reports the systematic collection of data abiggest takeaway.

Like the collection of data, probably. That was a really interesting topic of
conversation, and then like asking my students to actually write down what
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they thought | was. And why, and like the folgpvdiscussion | had with
them aftewards.

As the student teacher with the most experience with noticing and, potentially,
discussing race, just as a result of growing up in a racial minority group, Astha reports he
biggest learning to do less with race and nvaita the practice of enggng in formal
inquiry. Though her project did focus on race, she was more vocal in discussing the
processes of inquiry, rather than any new understandings about race. However, from the
researcherds perspective, t houliggoiry,Asa ha cl ai |
practice, which is important, her project regarding race was deeply personal and seemed to
explore how her students might accept her as a Black woman.

Given thatAsthagrew up among White people, and was raised in a midldés
householdshe and | discussed the seemnomic difference between her students and
herself. She agreed that this ability to be within the group based on appearance, but outside
of the group, based in other identity characteristics (i.e. socioeconomic status) and
background experiences, seemed to create a distinctiondreh&e and her students. In
different words than it has been described up to this point, Astha seemed to be exploring
how she could belong in this space filled with students who looked likbuitesicted very
differently than she did. Her inquiry around skin color helped her to understand that she
could still connect with her students, even though she did not understand, fully, what it
meant to grow up in an inneity environment. Her willingnesto be open, honest, and

authentic with her students, seemed to promote the possibility of positive interactions.

BELINDA

Background on Candidate

Belinda is a Whit e mostlyltelapi oifairer skindseent i f i e s
humorously describeshes e |tfh ea sWhiii t est per so®helalsfradhr i st ma

the midwe st weerydonservaive communi ty; her move to the
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descr i kxdtdreshcck @ Wiihen she encountered more eth
accustomed to. Beliredhad very few close interactions with people of color, until her
collegiate experiences. Raised in an uppétdle class neighborhood, though neither of her
parents graduated from ayéar college, she considered her family to be on the lower end of
financial status in her neighborhood.

She describes her schooling popul ations
percent Asian. We had very few Afric@imerican students that | graduated with. There
were some, but not ahatBelindaexpdriegncedansctuvdlt unt i | |
connection with a person of color,

My sophomore year roommate; she was Black. She was very involved with
all the sorority clubs and everything, so, | remember talking to her and her
friends a lot, and to be honest, thaasithe first time | was really friends with
somebody that was Africalmerican. So | feel like | was very sheltered from
the culture.

Her former practicum experiences were primarily in schools that served students of
colori for this reason, earlier inthe semester, she expressed dissatisfaction with being
placed in another urban school district, as she had specifically requested a placement serving
a different st udAdmyplasindnts hace alpbegn chiallertgingo amd I'vei
never been in that nice, al |IBelindadidrotphddear e | |
further detail about what she considered to
c hi | dr eomhedcorverdatior, | inferred that she was referencing her idea of a
suburban school, with mainly a White student population. At the start of the semester,
Belinda wrote about her pr evi owithlowihcantee ment s
urban pgulation® as having prepared her for the pop
given the opportunity to ask questions about the racial dynamics of the placement school,
she had no questions.

The results of Belindads Iistingnd dutomatic Bi as T
preference to White people over Black pepple and sunfertumalponob$s BHei ng
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surprised by scoring in this category. Her rationale was based in a discussion of the
psychol ogy of r ace, peopldarenesrlikely to dlentifysppsetived i ng t |
traits with people that look like them. She accepted, but did not

t he g o abredorsciobse off 1t .
Engagement in the Inquiry Process

Grappling with differences

Bel i ndads i wkusgwexplicitly, ot racé she wds, hbwever, explicitly
vocal about recognizing that her students were different frorn imeterms of race and
upbringing, and this was often paired with her discussion of poverty. It seemed as if she was
using discussionsf poverty as &ode to describe Black or Latinekperiences. Belinda
focused heavily on the impact that students

and classroom behaviors.

| guess this area, this inner city, like I'm thinking about howthelks 6 | i ves
influence their expectations and their behaviors in general. Some of the stuff
that these kids have gone through is insane, and it's crazy and nobody should
have to gahrough it especially a child.

Though Belinda often discussed her studemshfthe perspective atthers:being different

from her in racial category, socioeconomic status, region, and personal life expetlaaces,
seemed to encourage her to work at building relationships with students and really getting to
know them as peopldil feel like their experiences are definitely something | personally

can't relate to, because I'm white. And I think it really was enlightening in some ways, to see
the difference, because I've always had more of an outsider persgectives Bel i nd a
menioned, she never interacted closely with Afrigamerican people before attending

college, on the East Coast, so she seemed to want to take this opportunity to understand her

students and their experiences.
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All of my students are AfricaAmerican, and mjast school was probably

about 5650. My methods [classroom] was all Africdmericans. | feel like

being here | onger though, |l got to é hav
going on.

Her background as a sports coach fueled her desire to make comn@dth
students, and this is also an area that she regards as a professional strength. What
complicated this goal for her, during the semester, was that she struggled to find common
ground with her students, on which to base their teastivelents rel&nships. Because she
regarded her studentsodo full Il ife context as
the inquiry question, fiHow do Kkisdhead | i ves,
behavior?d6 From t he an$tatheconversationBledticedtahshes ¢ o n |
often conflated race and poverty in this placement site. Thoughduwery question did not
explicitly include racé it seemed natural to Belinda to associate a financially impoverished
upbringing, with blackngs, being that all of her students were Afridame r i Buaatso
just all these kids are mostly lewn c ome, poverty | evel é& And wit
| mean like that affects theirlite. She was implicitly conflatin
throughaut the semester, butlecided not to force her to separtitese two constructs.

In private communication about her inquiry question, | encouraged Belinda to
separate race from soesmonomic status, and in her responses, the two would always come
back bgether. | wanted Belinda to separate race from semdmomic status because | felt
that her assumptions about students of color were based in a stereotype that most people of
color are poor. So, even though teacher candidates were explicitly encouaré&mgmdston
race, it seemed that in choosing a question about poverty, she felt thatssbeusing on
race. We had a limited time frame, and | did not want to force Belinda to think from my
own perspective; plus, she supported her thinking with anecddates m her f ami | yds
She shared an experience about her immigrant grandparents and the harsh treatment they
experienced for having darker skin, and being poor, in their early United States

nei ghbor hood. Bel i ndaowraepaysamldinbei ng i nter
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socioeconoamd mawttubsato further i mpacted a st
| felt as if further conversation about race and poverty being separated would hinder
Belindads progress and h erlincheringuirytwhile pr oces s,

providing resources that could help her to mideedistinction $ee Appendix-B).

Classroom climate and the potential influences

Attempting to reconcile Belindabds knowl e
different it was fom her own was a consistent cycle for her, during the inquiry process.
AAnd | think when you teach in a school 11kt
that | personally won'thave. She goes on to describe the ex
that everyone go to, at least, a foq@ar college, and twgear colleges, were even seen as
i nf e that®where |kind of grew up so I'm interested in how their environment outside
of the school influences their behavior in the school, like acadenicexqectations. | t
seems as if she is assuming that since her students experience such hardships, outside of
school, that they have less motivation to do well in their classrooms.

This influenced a deeper focus, during the semester, which was clas$iroate.c
Belinda believed that her studentso |ives,

behavior, in the classroom, and this mindset was supported by her primary clinical educator.

And | know in my class, especially that's super relevant. lewas telling my

CE about it before | came over here. And she was like this with her class for
that, just because | have so many kids that are going through, | mean I'm
sure we all know. But like going through some serious stuff and I'm noticing
like it hapens and like something will happen. And then like their behavior
just skyrockets.

Though | did not disagree with Belindads ob:
from her inquiry with the belief tefdtestasst ude:
a result of living in a financially impoverished, infgty, neighborhood, would predict

negative behavior.
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As Belinda spoke more about her student s
in some way, wanted to create a classroom wherdumgrgs were able to develop coping
mechanisms, as a way to deal with their personal family issues. Halfway through the
semester, | Hntroduced Belinda to the topic of trausimdormed care that she was
introduced to at the beginning of the semester skiedenthusiastically incorporated this
work i n her inquiry. She had discussed situ;

engage in their schoolwork, or they were distractions to other students in the classroom.

Thereds one gi r | emévedfwr leet neos’'s hogse.Ndt ever , r
living with her parents. Today she threw a chair in the morning, nobody
prompted her. Nobody said anything to h@rst threw a chair.

Her focus switched from | ooking atfectehhe i ssu

their behavior, in class, as the main focus of inquiry, to how she could play a role in

encouraging students to manage their emotions. In other words, she stopped seeing the

students and their reactions to their experiences, as the problem, arttitoveaed

preparing them to more healthily channel their reactions to their experiences. This shift in

Belindads way of | ooking at her studentso si|

around traumanformed care that encourages people to understagddespond to the issues

that students face, rather than labeling children as the problem. Belinda was also provided a

set of readings that countered the general stereotypes that are circulated about poor children

of color, from academic perspectiv&e Appendix B). It never seemed as if Belinda

blamed her students for their negative behavior, but in understanding and accepting that

some of her students experience significant trauma, she realized that a simple understanding

was not enough, and the wslye helped her students respond was equally as important.
Though Belinda consistently expressed syl

progressed from a feeling of helplessness and hopelessness, at the start of the semester,

c | ai nhdom'gikeit, but | don't know whattodoaboutio t o one where she

could make a difference, reporting,
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| dealt with kids that were going through really bad stuff at home, and it's
always been interesting to me to try to see how | can best help them.
Espcially when 1 dm in situations that | h

With one student that she discusshbhely having
breathingg wi t h him and was eager to share a chai
chose tis student as a chief subject of her inquiry, knowing his background of quickly
getting angry, during clagsiil feel like | have a really solid relationship with this kid, by
taking the time to get to know what he's going through a little bit more Mdrdidence in
helping students manage their emotions, through building individual relationships to fully
assess their needs, seemed to gradually increase, over the semester, so that by the end of her
student teaching experience, she was reaching out tostuoients, than one.

In our final inquiry group session, Belinda discusses trying various techniques to
reach her students, on a personal level. She discusses one situation, in particular, where she

feels as i f her approawdes, arendt being as

But then | have another student that | am really trying to build a relationship
with and it's just not going well. He's somebody that's dealt with a lot of
trauma; his dad got shot a couple weeks ago, was in the ICU. His dad's alive,
but | knew he as going through that, and | try to reach out to him, try to

build that relationship so that he sees me as more of a trusting adult, but it's
not flying. So it's been interesting to see how me being more mindful and
more aware of what the kids are goingaiagh has worked with one kid for
example, but isn't working with the other kid.

| reminded Belinda that just because all of her students are not responding in the same way,

it doesndét mean that the student indasvashot ben:
disappointed by this less than successful example, she was not dissuaded from the mindset

that building relationships was especially important in working with populations of students

who experience familyelated trauma, while growing up in finaalty impoverished

homes.

Belindadbs Takeaways
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Toward the end of the semester, It seeme.
viewing her students as so different from her, and more as children who experienced a great
deal of trauma, who also happened to be people of color. Similarly, she describstievhat
considered to be her students beginning to see her outside of her Whiteness. At the
beginning of the semester, she perceived them to be hesitant about accepting her because
shewas Whité | f e el |l i ke some of my lkesomdadthéams, not
definitely recognized my Whiteness, and they didn't respond to me as well because of it,
right off the bat. o

However, toward the end, she describes a humorous exchange with students.

One gi r | s aiskinned Blachk, "uahdrl edike, I'Yguhkhow, I'm
white." And she's like, "No, you have to be kgkinned Black." | was like,
"No, I'm not. You can think whatever you want, but I'm not."

And then another girl was like, "No, she's White, because when you poke
White people, they chge colors.” And then she started poking me. | kinda
took it as a compliment, like, "Okay. If she wants to identify me as being like
her, that means she probably accepts me. Even though | clearly don't look it
whatsoever.

Interestingly, this mindset of agpting a minimal shedding of her Whiteness contrasts with
a heightening of her acceptance of her students as people of color. Discussing her incoming

perspective of adopting colitindness, Belinda states:

| think it was one thing that you had said a theginning about not seeing
color. That was something a lot of teachers at my last school said, and | was
like, "Oh, | should do that too, like I just treat everyone the same.” And then |
realized coming here that not seeing color was detrimental taohilek ¢

because | notice a lot of my students, being Black; they're Black, and they're
proud that they're Black, and for me not to see color is wrong. And | feel like
it's almost me putting my blinders on to something that | don't necessarily ... |
don't knav if | do it because | don't relate to it because I'm White. To me, |
just didn't think anything of it before. But being here and doing the inquiry
group, | realized, | need to see color. It's important; it's part of their identity.
So for me not to seeloo is hurting them andiot being fair to them.
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In a complicated evolution of thought, as Belinda accepted her students as racial beings, and
understood the significance of celebrating their race, rather than proclaimindplootiress
(Bonilla-Silva, 2M6), she gained ground with her students. At the start of the semester, she
focused on how different she and her students are, and how dissimilar their life experiences
were, but by the conclusion of the semester, she celebrated their acceptance ef her, as
flight-skinned Black 6 o r &6 oinske wasf protidhinghaténoment that her students
included her in their group. Additionally, her consistent experiences with her students
helped her make connections and build relationships with them, as evide tiveid
acceptance olghtBkihnedBlaclde &S8heolwegdédn to see her
as a good thing, and doesndt mind being ass:

Belinda also discussed, the moment where she realized that as a White person, she
wasin the mirority, in the building. e mentally accepted this role and even developed
comfort in it. Explaining that she had recently discussed this fact with a friend completing
her student teaching at a primarily White school, who insisted that sheneméidbe in the
minority, Belinda realized that the teachers and students of color seemed more accepting
than how her friend described her own placement. Reflecting on her field experiences,
Bel i nd al'mshankftl Bvd had the student teaching glaents that | have, because
it's been like eyepening for me to be like, | don't care. It's[race] not that big of a deal.
She describes the change in her mindset that as she began noticing, discussing, and
accepting race, the more she realized thatlitdi6t need t o be somet hing
attention to. Her conclusion seemed to be that she could become more comfortable in a
setting that was not predominanthite.

In discussing issues of race, at the conclusion of the semester, equity came up in
conversation, and Belindawher role as a Social Studies major to be an area of
responsibility for challenging traditional curriculum and the lack of discussion of race in
historical classroom discussions (Ladd®itings, 2003). The placement schoohaded to a

strict curriculum, and she noted this as an equity issue for her students.
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But it's like a systenthey're stuck in a system. And | guess that was
something | wasn't really aware of before. But then me working with some of
these kids, especiglthose kids that are, they need more, they need to be
stimulated more, and they're not getting it here because theyrdwe'tthe
opportunity to get it.

Her use of the word O6systembdb shows that she
and recogniing systemic influences in the classroom (Go&Bwalwell, 2015. Her
personal vow was to do things differently in her own classroom.

| think that [race is] something that needs to be taught during Social Studies,
and | know that's something, when | vdaséng an interview, with a school
district, and she asked me how | would go about teaching. And | was like
"Well, first of all, | can't just teach what's in thextbook lecause it's not
accurate.

Belindads statement atexbookscanibsdeenias heraecognitiona ¢ ¢ u |
of curriculum biases and inequities, and it seems that she is unwilling to conform to the
status quo (Pollock, 2008b).
By the end of our inquiry group sessions, Belindadtahged frona person
hesitant taacknowlelgeher students as people of color, to recognizing the importance of
discussing race as a reality and necessity for classroom discussions (Buchanan, 2015). At
the conclusion of the semester, she discusses her recognition of biases and inequities in this
particular urban school (Gors& Swalwell, 2015)and takes on the responsibility of
responding to and redressing the issues that she has witnessed (Stevenson, 2014).
Serving as Belindaés clinical field inst.
experiere at the placement school. At the start of inquiry, Belinda was unhappy with the
placement, and had a negative attitude about being placed there; she attributed this to her
consistent placement in urban schools and not being prepared to handle thgeh#tlan
her students brought with them to the classroom. When asked if Belinda would consider
teaching in a school similar to her clinical experience site, Belinda smiles, responding,

fiYeah. | changed my mind about that. Yeah. Just because | feeldik@drdle myself 0
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By the conclusion of the semester, Belinda was anticipating being hired in a district similar
to her placement site and was eager to begin making a difference in her classroom (Wiggins
et al, 2007).

CHARISMA

Background on Candidate

Charisma is a woman, who became interested, toward the conclusion of the study, in
di scowbkatkindgfwhite she i s. She did not share a ¢
information about her background, schooling, or upbringing, only that everyone in her
family wasWhite. During student teaching orientation, when given the opportunity to jot
down questions about the plWheerahfihdd Char i s m;:
materials to teach about the history and contributions of racial and ethnic minorities? How
do | approach teaching equity and social justizé?stark contrast to her peers who wrote
about making connections with students and wonders about race, Charisma was explicit in
wanting to know more about teaching aboutramuity, and social justice. She
demonstrated desire to implement lessons that could encourage her students to recognize
and reflect on ragén formal ways. Evidenced in the questions referenced above, her
attention to practical application of racigéracy, before the semester had even started, was
unique within the group.

Charismads I mplicit $rongautomaticspteferereesfar!l t s 1 n
European Americans and a moderate preference for light skinned people over dark skinned
peopled She did not agree that her results wer
she did express valueinb e i n g a w a In eriting Bibout heefeelings toward taking

the Implicit Bias Test, Charisa shares,

| was so petrified of answeringwrgn when really itds how | f
people and the way | treat others is the
have any European American students in my classroom, but | do have a

range of skin tones. | think it will be interesting to keep this infoonati
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the back of my mind and see if my implicit biases showing [sic] themselves in
my practice.

Chari smabés fear of the test results pointini
race, the treatment of others, and how her implicit biases mighifest themselves in her

classroom.

Racial identity

Charismads thoughts on raci al identity c|
conversation during inquiry sessions influenced this. She began by describing what she had
learned informally about race,

Somémes | thought about like when you talk about race as almost like a
negative thing to be White because or like that White people don't have their
own issues, that's the base and then everything is off of that.

Her statement shows two understandings atame: 1) that being White can be perceived as

negative and 2) White people dondt have any:

about race, because they may not personally experience racism. These are interesting,

though common, perspectives. Oftle conversations about race that include discussions

of White people may highlight the oppression that people of color have faced at the hands of

a system that uplifts White people to the top of the racial hierarchy. It is easy to internalize

thisasacept i ng oneds Whiteness as being negatiywv
However, Chari sma doesnot | eave her thou:

sheds | earned fr om ilthigkufrom igguiny jush reghizing thatitser s at i

okay to talk about what your racg, iand it's nothing to be ashamed of. Because if we're

teaching everybody el se Duoing sessonsptieereaveseh a med o

times when | made explicit statements to the teacher candidates because there were ideas

that they needed to hedt the start of the semester, | told them that it was okay to talk

about race because there was no way we could fathorw i ng f or war dthati f we
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out of the way. And during another session, | shared my own perspective using the scenario

that ®me people thought it was wrong to point out that a person was Black because deep

down, maybe they had been conditioned to believe that being Black was a badsiting

we dondt want a per s oinhug weighoeeatland pratehdit or bei n.
doesndt exist, and now that person i s made |
what 6s wrong with them. |l shared this examp!
to disrupt the notion that adopting race neutral, or even colorblinddgegwas helpful to

the conversation about race. By being blunt, | wanted teacher candidates to think deeply

about their choices in conversations about race and where the ideas came from. Charisma

came away with the mindset that acknowledging race wagtatte and could be

encouraged.

To further her thoughts in the excerpt above, Charisma discusses a normalization of
Whiteness in statingth&tWh i t e peopl e dondét haeverytningisi r ow
of f o Thissthteament centers White peojm the conversation, and then creates the
picture that people of color are the ones who really have to grapple withtfases untrue
because everyone, raised in the United States, has been surrounded by racial dynamics at
some point, so everyonepsrt of the racial issues. Fortunately, Charisma continued to

discuss how a White person might navigate processing race and their role in it.

| think during the online modules, even when we did the one about White
privilege, as long as you realize thaexists and you don't take advantage of

it, and that you teach that it is wrong, it's okay. Because sometimes I'm like ...
| don't do it, but do | take advantage of my White privilege? | wrote in my
thing [response post], like I've never even really thdwbout it before. I've
heard the words but didn't really think about how it even applied to my life.

In this sharing of her thoughts on White privilege, Charisma discusses her encounter with
the realization that White privilege exists and wonders ifogmefits from it. Though she

speaks of not taking advantage of it, during our interview, | informed her that in some
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instances she may not have the ability to reject White privilege, but she could use it to the
benefit of others, including people of calor

She seemed to change Itisnotfeeingbadibkecauskli ng i n
di dn' t c Theugh tls statBnaent was in direct relation to her statements about
White privilege, it could be extended to include what she was voicing abaihlghts
about Whiteness. Charisma seemed to grappling with how to process guilt or shame
regarding Whiteness, and her White privilege, while maintain openness toward the

realization that a positive racial identity was possible.

Engagement in the Inquiry Process

Charisma was a vocal participant in the inquiry group sessions and did not seem
hesitant to introduce topics, ask questions of the group, or verbalize her thoughts about
different ideas with the other participants. When discussing beginninghesser
observations about race, she was the first teacher candidate to introduce the idea of intra

group discrimination to the inquiry discussion.

| heard something yesterday and | heard it again today, it was between two

black students and the one tolatother student, he was like "You look like

you're from Africa."” And | wanted to address it, but | was like "That's not an

insult but you said it as an insult." | said "Let's treat each other with

respect.” That's all | said in the moment because lvkasli "I don't know.
| didn't realize there were different skin tones within the same race.

Il nterestingly, in her journal post about i m
preference toward ligkgkinned people, and she wrote that she wanted tatpaytion to
this, as her students were all different shades. Her wording in her quote, above, could have
meant that she didnodét realize there was di s
skin, within an ethnic group.

During the second inquiry gup session, when Charisma was having trouble

narrowing down her focus for inquirWhat she 1t
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if we can't pick between two questions? Can we have the group help us pidk2 r o penne ¢
began a trend during this semn where teacher candidates provided input to each other

regarding their inquiry questions, data collection procedures, and even situations that they

were figuring out within their classrooms. She also began encouraging other inquiry group
members to use racial lens when engaging in inquiry; as Malehna, another candidate, was

discussing the frequency of fights between students in fourth grade,

| think that would be something interesting to look at. Some of the fights are
over issues with race, if sonaty picks on them, or says, "You look like

you're from Africa,” and then we have to deck it out in the cafeteria. And
then, it's kind of hard, because ... They don't want to hear, "No, don't fight,"
because they just attacked something so personal to Aratryou

understand why they're so upset, but at the same time, you can't fight people.

Using an example from her classroom, Charisma brought the conversation back to the
considering the role of race, when it could easily have turned into just an eiamofa
fighting in fourth grade classrooms. Maleheeent ual | ' y adopt ed Char i s m:

and she used this area as her focus for inquiry.

Charismadés focus for i nquiry

Charisma demonstrated an investment in the race inquiry process, through
systemmt i ¢ data collection and analysis. Her gt
feel the need to call each other racist?o0 S|
6racistb6é stemmed from a misunder stagmdri ng of
data collection included documentationofrace | at ed i nci dents involyv
t he word 6racistd, periodic journaling about
student s6 and,ahdanalysiswhstudeert mgtives is that situation. She
uncovered information and investigated motives by having conversations with the students
involved. Her analysis led her to the conclusion that 1) her students used the word to hit

anot her rsidve Sootr2)bany ceneersation that was related to race, her students
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categorized as O6racist, and 3) one student
others. The finding that she decided she would like to further explore was the sé@pnd

studentsod |Iimited understanding of the diff

But | think the one reason I'd like to focus on more is the idea that they think
that saying anything to do with somebody's skin tone or skin color is racist.
So dong it, because they're like "Don't hurt anybody's feelings, that's racist.
Stop." If they're sayingl think something they said was that | was white,

and they said "Oh, that's racist.” | was like "No, it's not racist, | am white.

It's okay.

Confirmingthat her students had little formal background knowledge on conversations on
race, though they engaged in discussion of it often, she recognized this as an area where her
students needed to grow. If her students understood what it meant to be racmslibly

would be less likely to use the word. The offended student would probably take less offense
to being called racist, because they would know what the word actually meant. There might
be less arguments and altercations based in using the wordjwradien about race,

racism, and raceelated events would provide opportunities for students to learn more about

a matter they should understand.

Discussing race with students

As the semester progressed, Charisma became more vocal about her desire to
dewelop racial literacy skills. Her students consistently engaged in conversations about race
that sometimes escalated into arguments, or physical altercations. She wanted to be able to
respond appropriately, and productively, in those moments. She deseriagsmpt to

respond to a raekieled situation with her students,

Most recently, one of my students called me over because she was upset and

she was | ike, O6so and so0ob6 called me whit
pulled him to the side and saidayk like what was the context around it.

Like what happened?
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And then we kind of talked about, like how did it make you feel? And then we
talked about what can you say instead of something racist about someone

else. How could we talk about it? And sdirtike before | was like, that's not

ni ce. I don't Know. But now, 1 ke it
really mean anythingd. And it's not

She attempted to have explicit conversations with individual students abofuescke

encounters, and through practice, developed more comfort in the area of responding to racial

conflict within the classroom. During inquiry group meetings, | encouraged teacher
candidates to step outside of their anxiety about talking about racefwdénts, and to

confront situations head on. | suggested that teacher candidates use questions in their

S

n

real |

conversations with students to, first, better understand the situation, and then, to have the

children actively engage through a process of thinkirtgerahan lecturing to them. |

explicitly, and implicitly, modeled this technique during inquiry group sessions with the

hope that teacher candidates might emulate the strategy. Charisma may have picked up on

this practice and used it within her own classn interactions. | also provided Charisma
readings on engaging in conversations about race with elemeaggadystudents | can
only hope that Charisma gained something from these texts.

Throughout the semester, Charisma began to see the importankengfabout
race (Buchanan, 2015; Polite & Saenger, 2005, Pollockb, 2008), but she simultaneously
came to realize that her students needed a foundation through which to have these

conversations.

Like | shared in the inquiry group when we were tallabgut people

immigrating before the 1820s, they're all from West Africa and they had no
idea that i1t was the slave trade. I
the suggestions that we get to have the conversations with students, they
don't really haveany background knowledge to absorb it. When we were
talking about ... When asked the question about the Hispanics and the
African Americans, |l i ke what's real
like, "You can talk about how they all come from Afridad'like, "Some of

them don't know that they come from Africa.”
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Charisma saw opportunities for rich discussion about race, in discussing current and
historical events. She assumed that her students of color would benefit from these
conversations becaus®m her perspective, they had many personal experiences with race.
However, her efforts to constructively engage students in conversations abaut¢race
problematic because they needed more historical background knowledge. She describes a

classroom expénce where students have just read a story about the Statue of Liberty,

So we're looking at the chart right? That's at the end of the story, and talking

about a time frame, and what country did they immigrate from. And it was

like the 1420s, it had theKJand all these West African countries, and | was

waiting for somebody to say it, them | &m
she's [the CE] waiting, and she's just like "Why do you think that everybody

is from the UK, or West Africa?" And they're juselikrhey probably came

for a better | ife. That was in the text.
freedom?0 And she's | ike "No, West Afric:

And they're just sitting there, like they don't know, and | was like "Should |

say it or no?" And | was leadinty and she was driving, and | was like "They

don't know", and she's like "West Africa.” And she was getting so irritated,

and | was like, "They don't know, honestly don't know." And somebody was

l' i ke "For a job?" And | dédm thkek. dNanhdt he
took so | ong, and tlhecnanshte twaakse liitk,e Ifi' Tnenha
She's |i ke "They just don't." And it was
was the slave trade,” And they were like "Oh, oh." And then they were like

"What wee they trading for?" And | was like ...

Chari smaés anecdote shows the | imited kn:
relations, within the United States, which can be inferred as impacting theistamtings
about race. Though her students talk about aaderacism, frequently, likely because they
experience racial encounters often, they are stithiltrmed and iHequipped to have
productive caversations on the topitler students seem to have personal experiences with
race that teach thethatrace s important, in their own lives, and in society, but they do not
seem to understaribw, orwhy, race is important, especially when it comes to history. This
type of knowledge is largely missing from most formal education f&Pkstudents and
beyond, sohte expectation is not that her young students should be able to make thes
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discoveries on theirowit€ h a r i s ma G Bowever@oesdighlight the need for further
and deper conversation in classrooms, about raoe, its impact on society.
Charisma gpressed a desire to have explicit conversations about race with her

students, though she still held some reservations,

It's a little scary, especially being white, but then I'm also not scared to talk

about it. Just from the experience I've had her@ohkthat if | wanted to

talk to my students about it they woul dn
doesn't know," because | have that relationship with him. So, | feel like you

have to build a relationship first, to make it a safe space where people feel

comfortable talking about it because you couldn't just walk in on day one and

start talking about it. They'd be like, "What are you doing?

During inquiry group sessions, Charisma always came back to the idea of building
relationships and students participgtin conversations about race. Continuing with these
ideas, she recognized that as a White teacher, teacher/student relationships were an essential

basis to having conversations with her students of color about race.

Racial Interactions

Charisma was lanly interested in the topic of building relationships with students
and revisited this idea throughout group meetings. In response to another teacher candidate,
Marisol, sharing the disrespectful exchanges she witnessed between her students and her
CE, ard the disrespectful exchanges she experienced between her students and herself,
Charisma attempts to help her frame her thinking,

Does she have good relationships with them when they're not disrespecting

her, or when they're not having exchanges, or @y tiot really have a
relationship? ¢é That's what | noticed wh
clinical educators, the other one; itbds |
relationship with her.

Charisma had one Africaimerican and one White clinical educa(@E), and in our first

inquiry group session, there was a sharp difference in her observations of their actions. She
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believed there was a relationship between t
actions, and their classroom management decisions

Charisma regarded her Africsme r i ¢ an C Elasaraom managemegt
goalsp whil e her White CE, though instructiona
management. During an inquiry group session, Charisma discussed her White CE confiding

that shebelieved the children did not respect her because she was White.

| know she made the remark to me that she thinks they don't listen to her as
well because she's white, and the other clinical educator is black, and she
thinks that's why they don't listém her. | have other opinions of why they
don't listen to her.

In the privacy of our group, Charisma disagreed with her CE, and attributed the clear
disconnect between the students of color and their White teacher to be a lack of relationship
between her White CE and the pupils.

Because even if she wanted to arthag they didn't listen to her because

sheds White, I mean they | isten to me; s
noticed that her class is much different when they're with my clinical

educator that is Black than when they're with her. | think that reaif{sher

feelings. Which | get, | mean if they're better for somebody else than you. But

| think the way she goes about it, and thinks about it, is a little bit

concerning.

Charisma recognized that her students did not share the same level of connection
with, or respector, their White teachemsthey did with their Black teacher, and this

was evident in the ways they acted in the different classrooms. Her concern seemed
to rest in the idea that her White CE was blaming the students for this issue, rathe
than working to solve the probleras the semester continued, Charisma always
returned to her burgeoning realization about the importance of building relationships
with students, and she was open to receiving advice on the topic, by posing questions

to the group and sharing observations from her classroom experiences.
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Charisma began the semester by discussing the building of relationships between
teachers and students, of similar and different racial groups, and how these relationships
impacted classroomlimate. She also grappled with her new exposure to the complexities of
race. She paid attention to the ways her students initiated conversations about race with their
classmates, or with her, and she brought these observations and experiences back to the
inquiry group for discussion. Specifically, she was surprised to learn about within group
discrimination and how easily the students used matters of race as a way to insult each

other.

This morning they were like "Stop it, with your Puerto Rican looketfg's
é I'd heard things before between like different but never like the same race.
Like it was the way he said it; he was hurling it as an insult.

Charisma was vocal in her desire to better understand different elements of race, and the
frequent occurneces of these types of student interactions fueled her area of focus for
inquiry.

Chari smadbs Takeaways

The relationship between race and equity

When considering career opportunities, Charisma noted that her top two districts
where she wanted to teachdhasues around ra¢eone where there was a noticeable ethnic
divide between AfricasAmerican and Caribbean students, and the other where a majority of
the AfricanAmerican students were housed in one classroom, or Special Education. In
discussing how sh@anted to continue to pursue racially literate and equitable actions, she
was hesitant to choose the second school district, but she admitted that she felt a desire to do

something,

| don't really know if | want to go to a district that's going to be lat."
Then | was like, "But then if the only people there are people that are okay
with it, how's it going to change?
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Charisma had maintained an attitude of action, throughout the semester, and even though
she still expressed hesitancy, she was begintu take on the mindset of being an actual
change agent.

In her individual interview, when asked what she wished to further explore, in either
of her new districts, she inquired about keeping the Inquiry Notebook to use to develop and

facilitate her ownnquiry groups,

Okay, because | was thinking about eventually ... Like maybe not my first
year | might not want to jump into it, but doing this [critical race inquiry
groups] with some of the teachers at my school, wherever | go to might be a
good way tcstart tackling some things.

She recognized that consistent inquiry group sessions were a way to keep race talk at

the forefront of the conversation in schools,

Because like | said before we did this inquiry group, those kind of things
trickle to the bttom. Like with everything else you have to worry about,
unless you're actively talking about it and thinking about it, | feel like it's
easy to let those things slip down.

As a result of her own experiences, Charisma seemed to appreciate the syst@maatioed
of engaging in race inquiry as a tool for active learning for teachers.
By the conclusion of the semesteng inquiry work, it seemed as if Charisma was
close to answering one of her own questions from the beginning of the sefmd$terw d o |
approach teachi ng e disaresyltofgartitipagian mithes tacej ust i ce ?
inquiry group, Charisma recognized that race was a necessary topic of conversation in
schools when teaching equity, even at the elementary level (Buchanan, 2015 Polite
Saenger, 2005); however, she identified a strong relationship with students -asqusite
to conversations about race, that can then move further to equity and social justice. She

describes a classroom experience that resonated with her,

Somethind did with my kids, 'cause even on top of the race thing. The text
that we were reading made it seem like the immigration process was
enjoyable. And | was like "no." So | took them to the tour, and | finally talked
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about how people were watching you frdra tinute you walked in, they
were looking for all these different thingsdawhy were they looking for
thesethings. Why would they want somebody with a disease come into the
country, why would they want a criminal to come into the country.

And allthese things, and we saw it on like 10 different stops, just getting to
take out lunch, they get detained. And we listened to some of the video clips
of people talking about it, and | think that helped a lot, because just the text
of the book makes it sedike they came here, gave them their passport and
they let them in. And everybody smiled, and somebody took a selfie and
entered the country. It was so sugar cookie, and | was like, "No." And so the
kids were saying like, everyone is white. Yes, yesatieey

In this instance, Charisma recognized the inaccurate representation of history, through the
textbookdéds omission of important informati ol
redressing of the lesson, adding -ag@ropriate activities that wid introduce her students

to other perspectives of immigrants. This example of teaching for equity achieved a social

justice stance, in that she refused to allow her studentsto leatn halft hs. Char i s ma
awareness of inequities within the curriculahher placement site, and inequitable school

practices (Gorsk& Swalwell, 2019, at her two potential districts, all tied to race, and the

approach that she settled on in response to these situations was further exploration through
inquiry groups that nght help other teachers to recognize, respond to, and redress school

inequities that students of color may face (Horsford, 2014; Stevenson, 2014).

MALEHNA

Background on Candidate

Malehna identifies as Whiteandsde r i bed t he s cstudeodfdoler pr edo
population as being new to her because she was a racial minority in her learning
environment. Placed ith grade, at the beginning of the semester, she expressed a feeling
of ill-preparedness with the placement site and wondered how she waull beeconheot i

[ with] and relate to the students i | donot

87



Mal ehnadéds results of the Implicit Bias t:
for White peopl e over Bthiawa&sopuepospmdgandtruphe | oul
upsetting to me. |l was thinking | dondt hav:
their differences 06 I n direct alignment with thas new
reality check 6 and vcoostetgoals to chdinge my bias and be aware of when |
have implicitbias Mal ehna expl ained that she had min
color, prior to her student teaching experience, and one other field placement, during her
undergraduate career. Thoudtedad previously considered herself to be a neutral person,

her results exposed her to the possibility that she, too, held biases.
Engagement in the Inquiry Process

Mal ehnads Focus for Race |l nquiry

When it came to matters of race, Malehna had a lot edtepns: because the
majority of people around her were people of color, and she had limited experience with
interacting with people of color. Participating in a study where she was encouraged to focus
on race, there were many possibilities opened fotchexplore. She began by wanting to
investigate race and language, or race and teacher expectations of students, but she ended
up, at the suggestion of another inquiry group member, focusing on race and behavior
issues, specifically student fighting anddgnt aggressionwho they fought, why they
fought, if there were interacial fights, or within races.

Malehna struggled to dissociate race and poverty. She had no formal or explicit
training in conversations about race, so it was easy to begin luthgingo ideas together,
especially because a majority artstudents were Black or Latin&nd they were also from
financially disadvantaged backgrounds. She explains a situation with a student discussing
fighting,

My one student yesterday was like, "Oim, going to fight her if she tells me

something one more time." And | was like, "Why fight? There's no need. Just
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calm down." And she was like, "No, my mom told me if someone bothers me,

| go Oboop boop boop boop ba&@lbrightboopd. "
Let's take a step back."” And I'm wondering where does that come from?

Where is that coming from at home, that they're saying this is what you're

supposed to do?

From the continued conversation, it was clear that Malehna struggled to undérs&and
students fought because it was something that people of color just do, or if that was in some
way attached to what they were being taught at home in a neighborhood where frequent acts
of violence occurred. And knowing the students come from finbiyamapoverished

backgrounds, she wondered is this just a norm of the neighborhood?

During inquiry group meetings, | verbally challenged teacher candidates to look
beyond race, or culture, as an explanation for why students exhibit the behaviors that they
do. When it appeared that teacher candidates were reinforcing racial stereotypes, | posed
guestions to turn the conversation toward looking deeper at a situation, rather than accepting
at face value thatll students of color could be expected to act i@ way, or another. This
practice may have helped Malehna begin to think deeper about what she was seeing in her
cl assr oom. Mal ehnads observations over the
conclusions that her students fought out of defense ofrdpaitation, character, or family,

not simply ecause they were Black or LatinX

The fights I've seen are all out of defense, like something is said, and it comes
with defending yourselfé They would nev
it always coras after, even the littlest thing that you wouldn't think would

bother you, but i1t bothers theméltds us
what |l 6ve seen, but Il "' ve never seen stu
fights.

Though she never witnessed a White student
enough present to determine that they woul
The fights were mainly between students of color, but these same students afsml

represented a majority of the school population.
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HoweverMalehnawas c¢cl ear i n explaining that she
in why her students of color were more likely to resort to fighting as a way of defending

themselves,

So | don'tknow if that is with race, like that is one way you want to defend
yourself? | don't know, | don't know. I'd further study what that defensiveness
comes from, and how to ... Like the comments they're defending against, are
they racial, or cultural? Or jusinean?

In this situation, an internal struggle can be distinguished between what Malehna is
witnessing, what might be the easy explanation of her students fighting, because they are
black and brown, and looking for other reasons why her students ofigblioHer use of
the wordendét kEngwify a gli mmer of hope that
mindset that her students fight just because they are people of color.

Malehna observed that a majority of the fights that occurred betweemtstbeégan
because they felt disrespected, and sometimes those fights stemmed from students using
racially discri minat orlthinklthe pegsonal glentityttiing s sod e a c |
important and making sure each student feels they have a pgsétisonal and cultural
identity from the beginning would avoid issues better than not doingthat She al | uded
potential solution to the problem that students felt racially disrespected, being that students
need to be taught to find setforth withinthemselves, rather than searching for external
validation, because their peers, nor their teachers were giving that to them. Her recognition
o fpositive personal and cultural identjtydo coul d, | i akckthisystatenmeot| ude r e
provided during henet interview demonstrates her learning that attention to student racial

identity is essential (Tatum, 2003).

Racial interactions

Malehna was moderately vocal in the inquiry group sessions and began to engage

more in the discussions toward the conclusion of the study, compared to her peers who
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spoke frequently. Her observations, from the beginning, had a tone of consistent newness, i
that she was always sharing something different that she was introduced to through
observation, or experience, and she struggled a great deal with constantly encountering ideas
that were new to her. A main area of dissonance for her could be frame&zhakiag style

mi smatch between her CE and Malehnadéds own i

| feel like my clinical educator has really low expectations for my students.
And I'm not sure if that's because of race or anything but she'll give them a
worksheet that'for first grade because she says they can't do anything
higher than that. But | feel like they can.

She believed her CE had | ow expectations
to navigate this in a classroom where she was a welcome guest. Armittieaf gontention

for her was the teacher and student use of language,

One thing that | have a hard time with is like language, or speech | guess. |
don't know how to ... because my clinical educator will talk the same way [as
the students], but all thigme they're like "I ain't doin' that." And in my head

I'm like "No, you are not doing that." But like, that's how they talk at home,
that's how they talk here, that's how my clinical educator speaks, so | don't
know like what's appropriate you know.

Her clinical educator (CE) and students spoke in what some have titled Black English
VernacularFogel & Ehri, 2000)and at the outset, she struggled with understanding
communication in noistandard American English, and how that fit in the classroom. The

communication between teacher and student was an additional concern,

And it's the same as classroom management, like they'll [the CEs] scream at
them [the students] this close to their face when | don't believe in that. You
know, so | don't know how to nshtwith her. | don't want to defy her when
she's welcoming me.

She attributed some of the ways her CE communicated with students to be a source of
aggression for the students, and this largely impacted the classroom climate, which was

tumultuous. Many afirnoons after lunch, little instruction took place because of the
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mul tiple fights thatl ©9ek wp tyeabotdsl hobdvamestn st u

at recess during instruction- pounding each other&onversely, when instruction did
occur, & a result of the rigid curriculum and standardized test preparation, it was less than
fulfilling,

| was like, "Can | do a number talk with that,” and she was like, "I wish, but |
got yelled at when | tried." She was like, "You have to follow word fad wor
exactly what this textbook is asking," but it's so boring.

Malehna expressed frustration and boredom with the learning activities that were
implemented because they were generally basic skills focused and llevetmorksheets.
Malehna used the inquigroup sessions as a place to voice her frustrations, to listen
to and learn from the experiences of her peers, and a place for her to make sense of all the
dynamics around her, including, but not limited to race. Everything around her was brand

new. Inour final discussion, Malehna reflects,

Well, | definitely think in the beginning it was difficult just to adjust and a lot
of the teachers were Black too, and it was new to me. | just think, | don't
know, it's like you feel like you're not fitting in.

There were times that Malehna admitted to crying all the way home, or going out of her way
to specifically distinguish positives in the morning, in order to look forward to entering the
school building. This largely occurred during the beginning of the stemehen she was

still becoming acclimated to what it meant to serve in this type of urban school, that served
students of color, from financially disadvantaged backgrounds, but also having two women
of color as her mentor teachers. Malehna asked a ¢piestions and listened intently to

how her peers were grappling with issues within their classrooms.
Mal ehnads Takeaways

Discussing Race with Students
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Malehna believed that discussing race is a necessity, no mattestivhiat
demographiof students are being taught,

| feel like even if I'm in a classroom that's mainly White children and a few
African American students or a few Latin American students, | think that's
[race is] super important to address too because the opposite. Evenitteer
important to address too because it's mostly African American students, and |
have no White students. | just think showing them that there are different

people.

In one semester with her students, Malehna witnessed how crucial it was to have
convasations with students about race (Buchanan, 2B&kock, 2008bTatum, 1999),
whether they are learning in racially heterogeneous, or homogenous environments.

Malehna also realized that students needed to begin having conversations about race,

earlier in their lives. She explains why it is necessary to discuss race with students,

Ithinkits i mportant to teach €é | also think i
stat young too. My kids are in fourth grade now, and they're like, "We hate

Donald Trump. He's some White guy we hate." They have their own biases

against White people, | feel like, now, or just low things about themselves

sometimes that you can change, ibatso much more difficult when they

already have these ideas in their head.

A

I n the example above, it isndt clear that M
Donald Trump, 0 but the quote does rempresent
to be assuming that her students hate Donald Trump, simply because he is White, not as a
result of what they may be sensing regardin
divisive rhetoric, and racist practices. A&gir ader s, Ma | peobabhadd sBot st udent
have the political understanding to tridgteDonald Trump, but they can sense the

perception that he is not wdiked, and thus they should not like him, either. His Whiteness

as a problem, for them, is probably secondary to his ovevakocial approval, in their
environment . However, Mal ehnads current per:

A

recognizing him as being a 6bad White man, 0
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also be at play. Though she could articulate wigyitnportant to discuss race with children,
this example still shows limitations in what her current racial literacy skills allow her to see.

Malehna experienced different interactions with her students where she could see
that they were verbally exmsing discriminatory language, or being impacted by external
influences that affected their beliefs about their ownwelfth, and even political and racial
conversationsRollock, 2008b)She goes on to discuss where she might go from her new
space of aareness,

| think just how you can address it so much, not even being aware, and now |
am more aware, but just ways you can go about it [discussing race] with
students especially. | still wouldn't know how to ... We talked about it in the
beginning, talkig, teaching race and bias to them. I'm not totally sure. |

think I'd have to have my own classroom, start from the beginning with that.

Mal ehna understands that discussing race i s
race is important (Howard, 20;1Borsford, 2014), but she still lacks specific skills in how
to have those conveations with students (Buchan&@15; Stevenson, 2014). As a guest in
her clinical practice experience, where she feels that she must support the CE and conform
to her preset rules and expectations, Malehna suspected that beginning the process of
having conversations about race might be easier in her own teaching space.
During her exit interview, Malehna was vocal abaahange in the way she thinks
about race, in compadgs to the start of the semester,

| definitely think it's different. Now, I'm definitely much more aware too. |

don't think | was ever aware. Well, actually when | took that stupid Implicit
Bias test, and it said | strongly preferred white people, thatsuak a shock

to me because | never thought that. | think now I'm just much more conscious
of the implicit bias | have, or just like race in general, and racial issues. |
knew they were a big problem, but | never really thought about it, or just
didn't think | thought about it in a negative way, but | guess | ... Not
negatively, but just didn't realize that it was so prominent.

| think I'm much more aware. Even they [her students] were watching a show
last week, in class, and it was just like they gataard. So, they're
watching a show, but there was one bad person in it, and it was a black
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person, but it was so crazy that that's what she [the Black CE] was showing
to them, but | don't even think she noticed that because | would never notice
that if | wasn't not looking for it. | feel like I'm much more aware.

Malehna has a newfound consciousness regarding race, and for a new student teacher, who
rarely interacted with people of color before her placement in this urban school, this new

learning is justhe beginning of her journey (GorskiSwalwell, 2015 Horsford, 2014).

Her ability to pinpoint and discuss situations where she observed racial bias in the classroom

is another accomplished feah&was able to verbalize an experience that might add to a
personb6s implicit bias, whether they were W
had only one villain, who also happened to be Black, could have animpadtean st udent s
own thoughts about Black people, or even theirisedige, and Malehnat@ns to this idea

in the following section.

Racial influences outside of school

Malehna discusses how her experiences during the inquiry group have begun to

carry over into her life outside of the school building.

Because it's now coming to my mind all the time. | definitely, | guess it was
| do have implicit biases, but now | am totally noticing them. | would walk to
[the community center]. | volunteer all the time. | go to the soup kitchen
there. | do this preshool that's for kids experiencing homelessness. One time
| even got stopped by the police. He was like, "You're doing a lot of things
wrong." I'm like, "What am | doing?" He's like, "You're walking by yourself.
You have a necklace on. You're carrying yplone."

That to me ... He was basically was like, "You're setting yourself up to get

things stolen or get hurt.” That to me is like now | walk scared. | see

someone, |l i ke 6oh my God, they're going
they're goingtotak my phone. &6 Now | feel i ke 1 wc
know if it was race, but | feel like | would see it more with people who were

of color. If two men were walking past me with their pants low, I'd be scared.

Now | ' m seeing t hrystudénts grown upkoelike péoNl®@ , That ' :
l'iving their |ife.6 ... Society makes yol
police officer didn't need to say anything to me because nothing was

happening.
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Mal ehnads new awar eness b etha showmedhersvhevewwerh er t |
biases stemmed from, and different ways that external forces shape the way she thought

about people of color (Gorski Swalwell, 2015 Horsford, 2014; LadseBillings & Tate,

1 9 9 Srhat didfi't start until here | think, so | dd know if it was like inquiry or just

working here Blowever, she was able to combat these reinforced biases with prolonged

exposure to a group of people that she, otherwise, would not have come into contact with

(Gorski & Swalwell, 2015; Yosso, 2002). From her perspective, the police officer was

operating fom a place of casting stereotypes on the people of that community, but she was

able to humanize them, asaresulbefe x per i ences. Whatrés simg st ad
grownup 06 she is seeing the peopl e arhertheayd her &
are.

Malehnawas adamant about her ability to now be aware of the implicit
bi ases ohecehadlndsg,enferal, and raci al i ssues; O
experiences where she could pinpoint where she and her students dk:tedarpecial
understandings. For her, it was in that reflective moment where she was admonished by the
police officer, and for her students, it was watching arapeopriate film, in class, where
the only villain was Black. In our conversation, Malatomly discussed these two
encounters, but one can imagine how many more she, and her students, have been
bombarded with over the years. Il n equity | i1
i nequi ties, i ncl udi ng a$®undatidna prdfidieacy @&ssociaded d | n e
with equity literate educators, and Malehna articulated her developing mastery of this skill
(Gorski & Swalwell, 2015, p. 1). This skill was tied to her ability to recognize and reflect on
the role of race in the delopment existence, and perpetuation of biases and inequities,

demonstrating a crossover of skill development.
SETHU

Background on Candidate
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Sethu attended predominantly White schools, and completed classes in the
Advanced Placement track; this limitedr interactions with students of révhite
b ack gr bkmawdos me infimy school district growing up, the majority of the teachers
and the student body, was White, so we learned the White perspditiier discussion of
what, and how, she learnedi school , Set hub6s statement is ¢
Sethub6és Implicit Bias test results revealed
Thi s eyeapening f or her, and she at tsociethhut ed t he
conditioningthare per sonal attitudes t ow-#&malimnsand i nt
At the start of the s pravessplacementsshave heenneostlp | ai n
from the same racial background as her sel f, so she did not <c

to be in a space where she was a minority.

Racial identity

At the start of the semester, Sethubs r a
heritage, and she did not hesitate to identify herself as White. However, her thoughts on her
racial identityand what it meant to be White seemed to be understood in relation to her
surroundings. Firstly, as a result of her experiences growing up, and being in college, Sethu
had internali zed hfewhiinteexraars sn eads nsoip MBSy )r a t @ m,
my classes growing up were predominately vhitethink it's still that way. It's still very
much the maj SBethu adwitted that shé had leend@ducated fidrién | t e
p er s p eand thiswas evident in the ways she discussed how she wentsidents to
think about race. When discussing some of h

during a viewing of the film, Selma, she adds

| don't think they decided that all White people are evil, but | see these seeds,
and | don't want to emmurage them to think that. | want them to be able to
recognize that yes, of course these people were doing terrible things, and
there are still people doing terrible things. | don't want to negate the fact that
those things are happening, or happened,lla$o don't want them to come
away from that conversation with like this big generalization.
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Her concerns focused on the ways her students could think about White people, positively,
rather than negatively. Though she touched on current societal issti¢lse amportance of
discussing them, her main concern was that students not come away with the generalization
thathal |  Whi t e pHerppniary coacere with tha réputdation of Whiteness as
good, rather than the recognition that the film wasmheahighlight the perseverance of
African Americars who fought to surmount Whitegremacy, shows the perspective that
the reputation of and good White people as normal, needed to be protected.

Sethu openly discussed that her midckess family carriesome ideals that are not
progressive,

| have never considered myself racist, really, and actually my family is a
little bit, and | was always the more mellow one, but | know that | did feel
uncomfortable when | walked in on the first day, and | lookedrad the
classroom, and | am the only white face, and it made me realize, I'm not
necessarily as color blind as | think | am.

Her languagews that she views being cdbtind as a positive trait for herself, and it
seems as i f itostsomethgengbehatemehéimwider us
contrast to her family members, shows that she makes some distinction between herself and
them, and that she considers herself to be less aggressive, perhaps, or less vocal about her
attitudes aboutrac; potenti ally, she may disagree wit
altogether. This separation of her own bel i
(1997) concept of a White person being viewed as an individual, rather than being lumped
into theracist poolwith her family. Further, her ideas about what it meant to be White
seemed to operate in a place of being racist, or not being racist.

By the conclusion of the race inquiry group experience, Sethu seemed to add another
layer to her understanding of Whiteness. When responding to the question of whether she

had explored anything related to her racial identity, she discussed white privilege,

| definitely learned that white privilege is very much real and | realized | was
kind of one of the people that was kind of promoting it, by just denying that it
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was there. Like, "Well, | really think that African Americans, if they work
hard, can havelte same ... " not realizing that there's still that stigma and
that social barrier to it [race], and | think that kind of opened my eyes a little
bit. Being here and through some of the readings that I've had to do that, no
that's actually not the casand that's really not fair.

Her statement shows that her Whiteness wasn:
around her, | i ke her familyds racism, or in
think about White people, in general, and thew does that influence how they think about

me. Her discussion of White privilege shows some sense of responsibility regarding her
Whiteness, her role in perpetuating Wiptevilege, and how this impacspecifically

African Americans. Sethu moved awayé m fibl am[ i ng] the victi mo
Afdepening awarenepsolQbatumMer20@8ognition t
could be impact by their racial category resonated deeply (Horsford, 2014). This topic was
discussed over time during ingugroup sessions, though Sethu did not contribute to those
particular dialogues; her connection betwee:]

inquiry group sessions, however, was prevalent in her exit interview.
Engagement in the Inquiry Process

Transformations

At the beginning of the semester, Sethu seemed to have no problem engaging in a
conversation about race, and staying focused on race at the forefront of her exploration. For
a person who knowingly came from a background where racist ddeedsexpressed, who
also reported little previous interaction with people of color, and one who recognized race as
a taboo subject in her teacher education program, Sethu did not shy away from the
discussion. She was the second student, during our figgryngroup session, to explicitly
use t he I|Whitepeoplegearmd tial k about the ways her
group,

We were watching this video about the civil rights movement, and about
Selma, and the marchers they crossed the bridgelzere was a line of
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police officers. And my teacher asked like a comprehension question like
"What's going on? What are they worried about? What are they thinks going
to happen?". And a whole bunch of kids got really upset and was like "Oh
those White gople, they're going to hurt them." Like they didn't notice that
there were like 40 white faces in the marchers. They have a verysaeded
hatred, particularly of White cops, | don't think they necessarily generalized
all Whit e peoplsetidnkigabouthow tokindroticouotér a
act that because | don't want my kids growing up hating White people
because that's not necessarily a productive way to interact with people to
hate them, anyone.

In this anecdote, even though Sethu is concemittdthe ways that her students view White
people, based on her own positionality and racialized apprehensions, the use of the language
of race shows a certain level of comfort with being able to express her observations, in
comparison to her peers.

During inquiry group sessions, Sethu created a pattern of participation that was
opposite her peers. She was most vocal in the first session, discussing her observations of
her students as racial beings, and attempting to uncover how they make sense dlfieace in

world around them, as well as how race is connected to their learning.

For our one class we have to take the implicit bias test, and | kind of want to
look into how race affects the way kids view themselves and also the way they
view the peoplearoeh t hemé But it also made me star:t
then is that [her implicit biases] translating to my kids in how I'm teaching
them. But also in how they're viewing the people around them. Because one
of the things that you [IG facilitator] said befoveas that society kind of

teaches us that White is better. So | wonder how much my kids have
internalized that message and how it affects one, the way they interact with
me, the way they interact with the people around them, and then how that
makes them we themselves if you're automatically in that perspective of

"I'm inferior." Because a lot of my kids have issues with learned helplessness,
where they look to you [as the teacher] like "If | kind of play these cards

right | can get you to do this for meSb | wonder how much of that kind of

goes back into that mentality of like is race playing into that whole inferiority
aspect?

In just her first few weeks in the placement, Sethu had many ideas about the role of race in

her student s 6oomithatshe was abde totatiailate ih faywrisgrwhat would
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be her area of inquiry for the semester. Over subsequent sessions, however, Sethu spoke less
and less, rarely introducing new topics, as she had in the first session. Sometimes she
chimedinonotar s 6 ver bal exchanges, but for the mc
was going on in her classroom. She spoke sparingly about her personal inquiry project, only
contributing when as the facilitator, | prompted everyone to share their progressessproc

After reflecting and reviewing the data, | could not find a specific moment that seemed to

trigger this quiet participation, and Sethu did not mention her change in participation, during

her individual exit interview.

Sethusé focus for inquiry
Thequesti on of inquiry that Sethu decided
students deal with frustr at mativatiombehthdthinnf | uenc

focuswasbased irthe ideahat her students exhibited behagi of learned helplessse

She wondered if that was connected to some foresight that they would encounter limited
opportunities in society, so why try now? During our closing session, based on her
observations and conversations wiackoft eacher

motivation was not connected, primarily, to race, but more to a manipulation of the system.

And based on conversations that I've had with teachers and what I've seen
within my students, because | do have a group of students that are not
AfricanrAmeican in the classroom, | don't think it's connected to race, |

think that it's "I've learned that if | just say | can't do it, someone will help me
or will do it for me." So | think it's more "I've learned how to get out of the
work." Rather than a lackfanotivation connected to "I'm black, I'm not

gonna make it as far."

So, | guess where | would take on with that thing would be how
would you It's not really connected to race, but how do you break that? And
enforce the "I'm not going to do this famy, you need to do it. Because if |
do it for you it's not helping you at all." And how you put that, | don't want to
say learned helplessness, but that manipulation of the system. "I'll get my
teacher to do it for me, or I'll try to get it so that we'rerliing in groups or
partners." And how to break that.
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She found that her students had been conditioned to know that they could get out of
completingclassor k by d6éacting outé, or acting as i f
various academic taskder area of contiued discoveryvas how to break that cycle and

enforce the strength of students to rely on themselves.

Racial interactions between Clinical Educator and students

In the first inquiry group meeting, Sethu discussed a point of dissonatieeway
her White clinical educator (CE) interacted with the students, in the classroom, who were

primarily children of color.

In my classroom, my clinical educator will scream at them [the students] alll
the time. She'll start the morning off like thsitie'll end the day like that.

She'll send kids out of the classroom, all the time. One thing she told me once
is that she feels like she has to because that's the only way they'll listen
because that's what they get at home. But it concerns me thathleatay

she thinks about it because | feel like if you build the relationships and you
get to know the students, like what they're going through, you won't have to
scream at them. They'll have respect for you, you'll have respect for them. |
don't understad why she thinks that's the way it has to be.

This interaction introduces the subtle pres:

both authority figures in the room were White women, and this did not match the racial

makeup of the children. VWther the CE recognized that race was at play, or not, Sethu, as

the student teacher was made uncomfortabl e |

the students did not welcome this way of being spoken to. The CE attributes her motive

behind this wayf interacting with children as an instructional choice that mirrors what she

believes her students experience at home. This is problematic in that she is making a

stereotypical assumption about her student s
The other problem this instructiahpractice presents is that the CE is explicitly

teaching Sethu that screaming at, specifically, these students of color, is a necessary practice

that she should | earn and emul ate during he]
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recollection demonstratesddai sagr eement with her CEOG6s choic

students, and disciplini nd feellikenowthabtheyres he go

used to it, they feel like that's the way they have to be spoken to in order to do something

Articulating that her students were being socialized to accept these communicative practices

as the cl assr oolmtitctancems medecaubed doa'tdvdnsto be fihat way.

But, they're so used to that, that if you just ask them nicely to do sométnyigargue

withyou 6 Thi s way of interaction that i s pri ma

authoritarian styles only adds to the traditional narrative that teaching students of color is

hard to do because the st uh@mtobexducateé havi or m;
I nterestingly, in her exit interview, Se

seems to have been complicated, in some way. In the next excerpt, she is discussing her

previous placement and the age group that she is moving tteeeting this then

becomes intertwined with her current student teaching experience.

| was in an Honors English class for 7th and 8th grade, so | had the higher
track kids. | also had majority White kids, and | don't know if | liked that
placemenbetter because | had less behavioral problems, or if it's the age. |
know I'm struggling to teach some of the fundamentals. I'm getting bored
with it, but we're also having a lot of behavioral problems. | feel like if we
didn't have the behavioral problepthat wouldn't be as much of an issue. |
know the behavioral problems are part of where the kids are from,-socio
economic status, and all of the stuff that they're dealing with in their home
lives, which is all tied back to race.

In a way that is differet fr om her CE, Sethuds understand
t he cl assroom, dndens with theirha@ane hiveshdogh Bhe gsesrthe

same language as her CE, she extends this to recognize the outside forces that may be at

play in thesituation, including race. However, within this same excerpt, Sethu describes

liking her previous placement experience better, highlighting that the students were older, of
upper middle school age, a higher academic track, and White. This compariscendetwe

now younger, students of color, who have a basic skills focus in their curriculum, is an
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interesting thought to explore. Wi th just t|
thinking about people of color has not evolved, but the conversatisestiorward in a
way that is fairly inspiring.

Sethu is incorporating how potential discussions about race with students would

impact what age group she would like to teach.

| think, | would hope, that in the upper grades that they would be more open

to talking about race, but | also think it could be potentially problematic at

that point, because you could have those opinions already instilled in them,

which is one of the reasons | can make more of a difference at a younger age

caused | c hosenfindsetpas sppasgd ¢o working with the

mi ndsets that they already have once t he!

| think you could have a lot more bias in the upper grades, | think you could
have a lot more students that are already, like me, who are "I'm colorblind, |
don't see color, because I've been taught if you see color, you're racist.” Or
other kids that are like, "All | see is color, and you're not the same as me,
and that's a bad thing." But | think, especially because | want to teach
English, I think | could uswhat they're learning to kind of tie race back into

it and talk about, "Look at these two characters in this book and look at how
they're perceived differently.”

She seems to conclude that she would like to pursue teaching with older students because
she feels that the conversations about race would be more comfortable, though still
challenging, for her. So, instead of only considering just the types of students she likes best;
smart, White, rich, Black, poor, advanced, developing, traditional, oedgatly, Sethu has
changed the conversation to the type of student she might most benefit, in terms of

conversations about race.

Sethubés Takeaways

Though Sethu was minimally vocal in inquiry group sessions, her exit interview
revealed an intense passionteaching for social justice and equity, in the future. | was
surprised to hear the level of depth, which Sethu discussed her own understandings about

race, and how her thinking about race had evolved since the beginning of the semester.
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Discussing racewith students

Sethu saw the necessity of teaching about race, and having open conversations about
race, though she expressed nervousness.

Mostly because | am White, so having the conversations about race, one of
the things that we read about White prigéewas that we're still an outsider

kind of looking into the whole race issue, so | don't have first hand
experience with some of the stuff that you might have gone through, because
of your skin color [referring to people of color, including me, as a Black
woman], and trying to make sure that I'm not minimizing it.

Sethu had come to the point where she was able to begin thinking about how her role as a
White person should be sensitive to her students of color, when discussingueitan@an,
2015; Hollingworth, 2009; Polite & Saenger, 2005; Pollock, 2008b; Stevenson,.2014)

She recognized literature instruction as an effective way of engaging in
conversations with students about societal issues, including race (Yosso, 2002). Wanting her
future students tbe comfortable with seeing from other viewpoints, she believed that

diverse texts could open up that possibility.

Teaching kids just because you're taught one perspective or you're being told
one perspective doesn't mean that's the only perspectivesatngiedoesn't

mean that it's completely right. Of course, no perspective is going to be
completely right, they're all going to have elements of the truth. But that's
why it's so important to look at it from multiple perspectives, look at things
through mitiple lenses.

Sethuds ability to begin formulating ways t|
knowledge, understandings, and perceptions of the world surpassed those of h8hpeers.

and | connected in a shared area of interest in English/Language Arts Education, and she
expressed a keen desire to create a classroom that meaningfully celebrates diversity. She
believed that literature was a great way to ddaoing our conversatig she even referred

to specific authorsdéd works that dhee coul d p

Adventures of Tom Sawyer S h a k etdhelle, a raenéds T o n iTheMBluestrEyes on 6 s ,
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She explained that these stories had racial elements thateouskd to spark conversation
about race, in the classroom. Sethu also alluded to the need for students to be introduced to
nonttraditional works that will help them achieve a wider perspective of cultures around the
world.

Sethu explained that prior t@hparticipation in the inquiry group,

| think race was kind of one of those things that you didn't really talk about,
because if you talked about it you had to kind of face the issues with it, so a
lot of times it wasn't really brought up and it was just kind of ... you didn't
really think abat it, it was just you're going to have a group of students that
are going to be diverse, but you more thought in terms of academic ability
rather than cultural or race.

By the conclusion of the study, Sethu was a teacher candidate quite vocal abab&ivays

she could talk about race and embrace diversity in her own classroom.

Colorblindness

During an inquiry groupneeting colorblindness was a brief topic of conversation,
and in contrast to her statememasndonh abe fi
colorblind as [she] thought [shelwasd0 i n her exit interview, Se
understanding that a colorblind mindset was an ineffective perspective for urban educators
to adopt.

Through the inquiry group and through the stuff that Elizalbes posted as
part of our class [Equity EDUC400,] I've become a lot more aware, and |
was so guilty of saying "l don't see color." | was definitely guilty of that

caused | was I|i ke, " Oh, I don't see col o
much that'sactually hurting my kids, especially in this environment, to say
" Oh, I don't see your race" because that:

culture, either and | don't see your experiences" and all that kind of stuff. |
definitely learned that that's not aq@uctive mindset to have when you're
dealing with children.

Whereas, at the start of inquiry, Sethuds wi

ability to be colorblind, by the end of the semester, she was able to articulate why that lens
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was detrimeral to her students of color (BonHRilva, 2006; Hollingwath, 2009). She also
hints at being more aware, which she continues to expound on, as the interview continued.

The impact of race

During an inquiry group meeting, we discussed the possibilityéta was a means
for categorization, rather than a scientific reality. Sethu recalled this during her individual
exit interview sacieltonstracdnetdthatcpe ame at é&s al | [

life because of how society perceives and pri@sithe idea of racial separation.

The effect of race is something that we are prometaither through

inaction or deliberate action that's discriminating against certain groups of
people, and then how that can affect our kids, because | mean, thiey don
know that if they were a different race, maybe they wouldn't have some of
these socigeconomic problems, or maybe they wouldn't be living where they
are. They wouldn't be going to this school, more than likely. Realizing that it
affects everything. Evehough we try to say "Oh, your race is your culture,”
but it's not just that, like it's not limited to just that area, it spreads across
everything.

Sethu had begun to think of race as a systematic issue that had far reaching implications
(Horsford, 2013 , especially for her oowkidssishetdaeint s, w

clearly developed some affinity toward her students throughout the semester.

Equity issues

During her exit interview, Sethuds and m
betweenalking about race exclusively, and then its intersection with equity issues. As a
student also pursuing certification to teach Special Education students, Sethu introduced the
overrepresentation of black children in special education as an area thelt sloenpelled
to pursue. She agreed with customizing educational activities to the needs of students, but
realized that classification could be perceived as another cog in the wheel that holds people

of color back from opportunity.
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| feel like when we pubat label on, we automatically attach a deficit

mindset to the student. Then because you have that, well, it's acceptable to
have lower expectations for you and lower standards and that also kind of
perpetuates the whole idea of race as being tied to-smonomic status,
because if | set these lower expectations for you and you only get C's going
through school, the odds of you getting into college are less. Which means
the odds of you getting a higdaying, weHoff job are less. It's like a chain
readion, a domino effect that keeps going down the line and it starts here.

Sethu recognized the importance of school and schooling experiences in the destinies of her
future students, and she adamantltagibeoaent ed t

woman against the system, and | koaow that k6 |

The intersection of race and class

When discussing another learning, she points out the intersection between race and
socioeconomic status (Lads@&illings & Tate, 1995) Explaining that a majority of her
students were considered lomcome and had endured traumatic experiences, she recalls
di scussing this with h®ehwefl, weltonheyfihe] imneracisy.e r e s p
Youre going to have that kind of poptitan, and its expected. Af t er refl ecti on

guestions that this is the norm,

If itGs expected, why ar@rwe trying to change it? | mean¢atridiculous that
just because Ggyexpeded ® live in amodr part pf down and
to live in thed@hett@ Why is that seen as acceptable and whyéree

trying to change it?

She had moved away from the acceptance of people of color, as expectantly living in non
favorable conditions, to questioning why this had become the societal norm, and
converstion with her family is what prompted her dissonance with this perspective (Gorski
& Swalwell, 2015% Horsford, 2014).

In discussing areas that she wanted to further explore, beyond the conclusion of the

study, Sethu explains,

| definitely want to explore how to make my own classrooms culturally
diverse and like how to celebrate the different aspects of student's lives and
not just Black History Month and just be like, "Okay, now we're going to
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recognize all the contributionsat African Americans have made." But that's
saying, "Okay, we only care about you one month out of the whole year."
That's not fair. Why do | get 11 months, and you get one month?

But finding ways to celebrate the diversity, instead of trying to minitize

and also trying to promote the mindset that just because you're a certain skin
tone doesn't mean you're any better or worse than anyone else, and it's all
about how you act. Trying to instill that in my students to hopefully start to
cut down on it fom that angle.

She discusses her ability to recognize biases and inequities in the education system, and she
verbalizes a desire to respond, redress, and create and sustain an equitable learning

environment (Gorsk& Swalwell, 2015; Steenson, 2014). Seti adds,

| want to celebrate the differences while still providing information about

this is ongoing struggle, and we're not on even playing field as much white
middleclass or uppexlass would like to say we are. | think for me it's just
making sure thiamy own bias doesn't leak into it too much. | mean, obviously
it's going to, but trying to kind of minimize that to give an accurate
representation of what's happening.

Her words provide the basis for an inference that in addition to discussing race, and
celebrating differences, she wants to extend the conversation, with her students to discuss
societal inequities, as well (GorskiSwalwell, 201% Horsford, 2014; Pollock, 2008b;

Yosso, 2002). These ideas coming from the person who spoke the leasedwegalth

amount of inquiry group sessions was an interesting revelation.

CROSS CASE ANALYSIS
Racial Identity

All teacher candidates discussed their new understandings regarding racial identity
as a result of their experiences during the semester. The similarities among the case studies
existed around the normalization of Whiteness; though there was one Adnoarncan
woman as part of the group, even Asthaods ex|

minority urban school had been shaped by the number of White people who were around
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her. Each young woman discussed her racial identity from the perspeactihie diey had

been raised around and schooled withr everyone, White people were the common

theme. Belinda believed that her students were not immediately accepting of her because of
her White identity. Malehna had very few interactions with peopt®lofr prior to this

placement, and her White identity was impacted because this was her first time being in the
minority. Charisma came to the experience with the informal thinking that to claim being
White could bring about guilt or shame, while Sethu prasid to be White and wanted to
protect the reputation of good White people, which she identified herself as.

Astha presented an interesting contrast to the group; 1) because she was Black, and
2) because she seemed to be navigating how to construdehgty in a space where she
was, finally, part of the majority. She was accustomed to being aware of herself as a Black
person, in White spaces, and though she was the only Black teacher candidate in inquiry
group meetings, once she left our meeting sptere were people all around that she might
identify with, at least in terms of appearance. Her learning about racial identity seemed to be
rooted in the understanding that she could be accepted by her students of color, even though
she may have comeoimn a different soci@conomic background.

For the White teacher candidates, once they left our meeting space, they had to
grapple with, oftentimes, being the only White person in the room. For each of them, this
presented a learning opportunity, and &lhem came to understand the importance of
positive racial identity, in different ways. For Belinda and Sethu, they realized that a
colorblind mindset was detrimental to the psychological health of their studdreg
began to see titestiyas pssitiue dnel necessary to acknovaeldge.

Malehna and Charisma realized that their students needed to be explicitly taught how to
develop a positive racial identity, so that they could respect one another, and uplift their
peers, instead of usinmgce talk as a tool to insult one another.

Charisma and Sethu learned that White privilege was a real part of their identity, and

the current social context, but it did not have to be perceived as negative; their privilege
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could be an asset used respblysifor the benefit of people of color. Charisma seemed to

still be working through some potential guilt about the privildbasare afforded White

people, in the United States, but her ability to recognize this was an important step in her
journey towad developing positive racial identity. Belinda and Charisma had experiences

where they realized that building authentic relationships with students might influence how

their students viewed theas White peopleBoth young women discussed scenarios where
their students seemed to ignore the teacher
women, to show that they accepted and liked them. The importance of developing a positive
racial i1dentity was a common t hemeiermagong t h
and though they came to these understandings in different ways, this realization and the
necessary critical reflection it took to get to this perspective, is a step in the right direction to

developing racial literacy skills.

Racial Consciousness

An awareness of race is a necessary skill of racial literacy and was a deliberate focus
in this study. At the start of this intervention, | asked participants to trust me when | told
them that race matters, and | encouraged them to maintain that mimdaghtiut the
semester, as they studied the practice of teaching in a magonityity urban school. From
teacher candidate contributions throughout the duration of inquiry groups, each of them
interacted with the consciousness of race, in different ways.

Sethu and Charisma began the semester eager to accept the fact that race existed, and
they wanted to explore it in different ways. Sethu wanted to better understand how
discussions about race made people of color feel. Charisma was vocal about her
observabns in the classroom and wanted to learn all she could about the role of race in
situations. She frequently asked questions and always helped to bring the conversation back

to the importance of race, if it strayed away.
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Malehna and Belinda were very smious of their students as being racially
different from themas White women. Though Belinda reported having ample experiences
in majority-minority schools, she seemed to experience discomfort in discussing race. When
discussing race, she often conflatled construct with poverty. Malehna, conversely,
reported not having much intimate experience with students, or people, of color, and it made
her uncomfortable to be in the racial minority. There was a lot that she wished to learn about
race and unpacknd she usually used examples from her classroom as the basis of her
guestions.

Astha, as the only AfricaAmerican teacher candidate, came to the inquiry groups
from a different point of view. As a person accustomed to being in the racial minority, and
having potentially more intimate experiences with racial consciousness and discussing race,
Astha operated from an insider perspective. The ways that she demonstrated her
consciousness of race was by safecting to serve as a voice for Black peoflee
answered her White peersd questions about ra
provided insight into issuegithin the Black community.l5e al so hel ped t o pLt
thinking by asking poignant and probing questiabeut the other teacheardidate®
thoughts on race. This ditbt happen immediately, howevéstha was quiet at the
beginning of the semester and describes needing to take time to read the group and to see
where peoplebs thinking was. Omgapenarnde was s
honest during sessions, she reports feeling more comfortable to express her opinions. From
personal experience as a minority in teacher education programs, | understood that the
burden of teaching White people about issues regarding race @éahdavy one, even when
it comes naturally. Recognizing that this may have been a subconscious problem for Astha, |
did not actively encourage her to take on this role, but if she decided to speak up, I did not
discourage her from doing so. Her contribas to inquiry conversations may have been a

doubleedged sword, but they were helpful to the experience.
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Sethu, Malehna, and Belinda reported leaving the inquiry group experience with a
heightened awareness of race. Each articulated different expsngheee they were able
to distinguish the role of race, in a situation, that before, they would not have considered.
They reported their involvement in inquiry groups as having influenced their thinking. The
recognition of the underlying, and sometimesrguele of race is an essential element in

further developing racial literacy skills.

Race in Schools

With a school being the placement site for this #faceised intervention, it was
inevitable that participants would develop new understandings abeutice was a factor
in the education of children at this majorityinority urban school. Each of the teacher
candidates discussed ways they noticed the role of race in schools. Firstly, all of the
candidates believed that explicit conversations aboutwaoe necessary to have with
students. However, the White participants expressed anxiousness or nervousness about
tackling what they believed to be an important, but sensitive, topic. As White women, they
recognized the potential consequences that coudd &anm being iHprepared, from having
weak relationships with students, from not recognizing the emotional trauma that students
could suffer, and from ndieing cognizant of theower dynamics present in traditional
classrooms. They discussed that cosaBons about race with all students require
sensitivity and advanced planning, but having conversations aboutithcgwdents of
color needed to bespecially, handled in a delicate wayeir rationale wastudents of
colorwere more likely to haveuffered from overt negative experiences with race. Astha
did not seem uneasy when explaining the importance of discussing race with students, and
she was the only participant who discussed having an actual whole group discussion about
race with her studestduring the clinical practice semester. Her comfort with discussing

race with students may have come from her experiences as an insider as a Black woman.
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The reasons teacher candidates gave for the importance of discussing race were
different. Astha an#lalehna believed it was important for young students to discuss race so
that they could learn about themselves and others, especially when they were being schooled
in primarily racially homogenous settings. Both young women thought that whether the
schoolconsisted predominantly of children of color, White children, or both, it was
important to talk about race so that students did not come to unproductive conclusions about
race. Sethu was also concerned that students discuss race to develop a mospéalier
rather than just looking at the world from one racial lens. Charisma, Belinda, and Sethu
thought it was important to have conversations with students about race because it was an
element in life that they would, undoubtedly, encounter, and tbksvied students should
be equipped with the necessary tools to navigate amflaenced school system.

The role of race in school interactions was another common theme among
participant experiences. All the participants discussed the role race piapedways their
clinical educators (CE) interacted with students. Malehna believed that her CE had low
expectations of the students because they were children of color, yet, hes Gk
this presented ehallenge for her in navigating how to recib@ter belief, expecting that a
White teacher would be more likely to think her students less capédliehnaalso
struggled with understanding the ways her Black CE spoke to students using Black English
Vernacular and whether this helped or hinderedg€int s academic achi eve
unsure if she should correct student language when their teacher spoke the same way.

Sethy also,struggled with the way that her White CE communicated with her
students of colgrbut for a different reasoshe recalle her CE constantly yelling at
students and how the students had now been socialized to perceive this as normal. The CE
explained to Sethu thahespoke to the students this way because this was the only way
they would listen, as they were all treated thhay at home. Sethu disagreed and believed
that if the CE had developed better relationships with her students of color, they would

respect her.
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Charisma discussed the role race played in her Whits (@ationships with the
students of color. Charisnmdserved that the students did not respect her CE, and the CE
held this to be a result of her students not respecting her because she was White. Charisma
believed that the students respected her as a teacher candidate, in spite of her being White.
Similarto Sethu, Charisma believed that authentic relationships with the students were key
to building mutually respectful relationships with the students.

Belinda and Astha shared CEs, and neither complained that race played a negative
role in the interactiontheir CEs had with students. Both described scenarios where, even
though the CEs were White, and the students were mainly children of color, they seemed to
have developed positive, caring, and respectful relationships with the children that did not
hinderthe classroom climate, or instructional activities. Belinda did worry that race
prevented her students from building connections with her, at the beginning of the semester,
but by the end, she felt they had accepted her, even though she was White. Gonverse
Astha felt that being a woman of color helped her to build rapport her own students and
other children in the building, who she did not know personally.

In terms of the role of race in schools, each of the candidates had different
experiences wheredly inquired about race in a situation, recognized the role that race
played, positively or negatively, and reflected on what this meant for their current actions,
future practice, or in comparison to past thought processes. Exploring race in this majority
minority school provided the teacher candidates with the opportunity to develop racial

literacy skills, through practice.

Race in Broader Society

The focus of this study was on the development of racial literacy skills, recognizing
that a majority ofnequties in schools and society are based in racism and racial
discrimination. Through participation in this study, all of the teacher candidates were able to

extend their new understandings about race beyond the traditional classroom. For each of
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them, theyshared anecdotes that supported a theme of resisting the systemic status quo that
underserved children of color, or subjected them to aarbeducational experience.

An issue that four, of the five, teacher candidates discussed were racial inequities in
the curriculum that had far reaching consequences. Sethu discusseeitepresentation
of African American chidren, specifically, males, in speciaeation. In her classroom
experiences, she came to the conclusion that the classification of s¢anencas needing
special education services was a gateway in therlogy of academic expectationshi, in
turn, encouraged children to believe that they vgetéing overon the system by not having
to do as much work as others.reality, Sethu beliegd theywere developing dependent
practices that could not be sustained once they completed school and pursued success
beyond k16 education.

Malehna believed that her Black CE had low academic expectations for her students,
and she fregently wondered it h e s tracalptayed & role in this. However, she did
have concrete evidence that curriculum choices for students were rooted in basic skills, and
delivered in ways that were rigid and boring, and thus promoted disengagement and
behavior issues. Thm@acement site was a focus school, because of low standardized test
scores, and all of the participants complained that even they became bored with teaching the
curriculum. They could easily understand wh"
Each teacher candidate commented on the reality that if students were in a school that
wasno6t made wup, al most entirely, of student:
stimulating educational experiencehis conclusion was reached in comparismtheir
other placement experiences, or their own schooling.

Sethu, Charisma, and Belinda believed that they could make a difference in equitable
outcomes through curricular changes. Sethu proposed the use of English classroom activities
to allow studets to discuss racial and social inequities, supported by literary analysis. She
considered the ways that she could bring the real world into the classroom to help students

make sense of their experiences, and help them develop a positive set of skidls thro
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which successfully navigate the world, White children and children of color. Charisma and
Belinda both had a specialization in Social Studitdeey believed that this was an
appropriate avenue to help students explore inequities. Both describe@es@ein the
classroom where history was taught inaccurately, or sugarcoated, and they saw this as
di sservice to studentsd futures.

Ast hads stance on resistance of systemic
students may be taking in messages dataaferiority because they always see White
people in positions of power. She wanted to have explicit conversations with students about
their perceptions of race and their social standing to empower them, and help them change
the narrative that peopleofo |l or ar e al ways in need of outs
as many resources as children in predominantly White schools. Astha seemed to want to
instill a mindset in her students of color that they were equal to White people, and this
message is tn overlooked in conversations about race. She was concerned that the focus
on people of color as the persistent underdog was informally teaching her children of color
the fallacy that they may never be good enough, or equal too, White people.

Sethu and Mlehna were able to transfer the new understandings about race that
developed from their school experiences to rethink about situations outside of school. For
Sethu, she recalled an experience where her family readily accepted that because she was
studenteaching in a majorityninority school, that her students would, undoubtedly, be
poor and witness violent encounters in their neighborhoods. She questioned why they
believed this was an acceptable norm for all students of color and saw this as an issue of
racial inequity. Malehna explains an encounter that she had with a police officer that would
have, normally, incited fear in her based on racial stereotypes, but because of her extended
experiences with people of color at the placement site, she was adeupt the informal
learning that men of color were inherently violent and to be feared.

Though each of the candidates had nuances to their thinking about race in society,

their discussions of their new understandings were based in school experiahces th
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impacted the ways they began to reconceptuadize inthe world, beyond school walls.
This type of critical reflection is a necessary racial literacy skill that the participants should
be able to employ within their future teaching practice, and khipedvithin their social

encounters, outside of school.

INDIVIDUAL INQUIRY CYCLE PROCESSES

As the mainstay of this intervention,
was an integral part of the process. Though all of the teacher candidatapaiad in
inquiry, they had different areas of focus, used different methods of exploration, and
engaged raal literacy skills differently. Tiey all drew conclusions that supported their own
learning regarding race.

Of the five cases presented, two o five participants conducted more structured
inquiry that was physically documented and could be submitted for review. The remaining
three participants were able to articulate their focus and findings, but each relied more on
anecdotal and observatiortta from their placement setting.

Astha and Charisma were further along in the practice of structured inquiry, than

their peers. Astha named the inquiry process as her biggest take away from the experience

and joined a research team the summer followhegritervention semester, while Charisma

intimated that she was eager to replicate the inquiry group process as a part of her

professional practice. These two teacher candidates seemed to make a deliberate effort to

systematize their inquiry, and becau$éhes, they were able to extend the practices beyond

the inquiry group experience.

Belinda changed her focus for inquiry, partway through the semester; once she found

the area that she was passionate about, she implemented practices that she believed could be

used in other educational setti mgadsheSet huods

was able to articulate her conclusions, but her individual findings did not seem to deeply
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impact her outlook on individual inquiry. Malehna struggled to settle on a focus because
there were many areas that she found interesting, but sheadisech focus and stuck with

it. Though she developed findings regarding her questioryeshally articulated that she
wishedshe would have more systematically engaged in the inquiry process, believing that
she would have benefitted more. The candidates engaged in ss structuredhdividual
inquiry process did not report a strong learning of the practices, though it seemed they
understood how one might navigate the cycle, if they were to try again.

Regarding the recognition of race, four of theefoase study participants explicitly
acknowl edged the factor of race in their i
final focus on trauménformed care did not explicitly include the language of race. She
began by exploring the role that eaglays in soci@conomic status, and this evolved to a
deeper passion in helping students to combat traumatic experiences that they endured. As a
result of her participation in the regular inquiry group meetings, however, she was able to
develop new undstandings regarding race, and she reported her thinking as having been
impacted.

The strongest element of racial literacy skills that all candidates demonstrated was
the ability to reflect on the role of race. For each of the candidates, regardless of how
systematic their individual inquiry process, they were able to discuss race in ways that
showed mental processes exploring deeper depths, rather than being superficial. For some
candidates, even the ability to speak about race was a feat, like Malerer@ag/for
others, such as; Astha, Sethu, and Charisma, their thinking about race had previously been

activated, and they used this experience as an opportunity to better understand how their

n

students were experiencing actalid eotexptcitg c hool s .

include the language of race, her method of data collection, and working individually with
students, helped her to develop connections, in spite of racial differences, and this was an

important learning experience, for her.

119



Theindvi dual i nquiry process contributed
around what it means to have and use racial literacy skills, when navigating a context where
racial perception and racial understandings are essential, especially in this rnaijooityy
urban school placement. In all contexts, it is necessary for people to possess racial literacy
skills, but this becomes vital in schools that serve predominant student of color populations
and has grave consequences for students. Students ofreotooie likely to be served by
teachers outside of their own race, which may increase racial tensions and
misunderstandings in the schooling environment. Students of color are also more likely to
beunderrepresented, or misrepresented, in curriculum nadéerand oftentimes are subject
to basic skills focused instruction which further marginalizes them from a positive and
engaging schooling experience. The teacher candidates, in this study, were able recognize,
explore, and articulate the significant co#ftat children of color pay when racial ignorance
and avoidance prevail. Participation in inquiry seemed to disrupt the cycle of limited racial

literacy.

INQUIRY GROUP EXPERIENCE

The inquiry group experience was a primary means of data collection,lasvael
teaching and learning opportunity, for the teacher candidate participants, and myself, as the
Inquiry Facilitator. My actions and decisions, within the inquiry group structure were
heavily influenced by my past experiences. As a teacher of cotbrawgtrong passion for
social justice, | felt compelled to help the candidates explore race, authentically and
responsibly. To engage authentically, | had to take measures to share myself and create an
environment whre each member felt freeparticipaé honestly. For many of the
candidates, this was one of the first, or few, times where they were a learner in an
environment led by a person of coldisaw this as a chance to expand their perspective of
what teacher leadership could look like, and | had a unique opportunity to teach them about

race, from an insiderodos perspective.
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However, in addition to teaching about race from the experienceseo$@npof
color, | had to ensure that our conversations were responsible. It can feel safer to gloss over
serious racial issues, andtmonfront racially problematic or insensitigeatements, because
it can create more tension in a rdoeused situatiorgspecially when facilitated by a
woman of color. The candidates may feel sil
they donét yet have the | anguage to contri b
me to use my professional experiences instructor to meet my teacher candidates where
they were, and push them f or wauthehticallpandh way t |
responsiblyguided them forward in their thinking. Considering this, | relied on my teaching
style of building comunity, developing relationships, candid communication, and being
genuine with the candidates. | engaged in constant reflection of what was taking place
during the session, in reime, and after each session, | reflected on the transcript to pull
out ar@s where | might need to alter my practices. The participants responded to these
methods and engaged more deeply in each successive conversation; this contributed to their
new understandings.
Based in constructivist pedagogy, the inquiry group meetingsed teacher
candidates to participate in a leangentered environment, utilizing their placement context
to drive learning experiences, and there was a synergistic power of candidates working
together. As the Inquiry Facilitator, there were specifacpces that | implemented to
create a space where teacher candidates might benefit from the unique knowledge and
collective perspectives gathered in the room, in order to build racial literacy skills. There
were three main ans that required my attentitomcreate a meaningful learning
environment for teacher candidates: space, structure, and support.
In terms of space, | wanted our sessions to be held in a physical meeting space that
was private so that candidates could share, honestly, but | alsotdigmt to shelter them
from the realities of their placement. School staff and faculty were aware that this study was

being conducted throughout the semester, and they knew that teacher candidates would be
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developing their own inquiry projects to exploaee, with their individual placement
classroom as the main research site. Considering this, | did not want to isolate the teacher
candidates, during our inquiry sessions, creating an atmosphere of secrecy. A locked and
closed classroom might insinuatestimpression, so | chose for inquiry group meetings to
take place in a larger faculty lunch room, duringmgfk times.

Our group was fairly large and we used {thicee tables to convene, but there was
always room for other staff to enter and use theepehich happened oftefhis created
an environment where teacher candidates were able to share, but they needed to be mindful
of who may be in the room, outside of our group. This created a sense of accountability
regarding language and the ways thatleshts shared what they were experiencing. Our
meeting space did not seem to silence students, or inhibit their contributions; they practiced
the delicate balance of contributing candidly, but they also had to be careful of what, when,
and how they partipated. Within this space, the group was physically organized around
tables in as circular of a shape as we could manage. This helped all teacher candidates to be
seen and heard by each other. In each meeting, | sat in a different place so as not to adopt a
physical position of authority, at the head of the table, for example. | also wanted to create a
space where teacher candidates did not just direct their contributions tbwaated them
to be free to engage with each other, without seeking my peomissi

The structure of inquiry group sessions was yet another balance that needed to be
delicately considered. Because this was the first time any of the candidates had participated
in inquiry groups, and a strategically structured constructivist learmvigp@ment, |
wanted to provide the right amount of guidance during sessions, without it turning into a
lecture format. Additionally, creating a space where race was a main focus, with primarily
White teacher candidates and one Black teacher candidagel adother level of
sensitivity. Finally, the teacher candidates were spread across three different grade levels
and three floors, within the building; a certain level of community needed to be established

in order to engage productively. To explicitly aoat for these moving parts, | chose to be
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completely honest with teacher candidates about our focus and explained that there was a
wide range of freedom that they could take advantage of, as long as they kept race at the
center. In this type of environmigh had to relinquish a great deal of control and prepare for
a complex situation by setting flexible boundaries and providing background to teacher
candidates that they could use when they needed it. | also recognized that | needed to
develop comfort wh discomfort and be prepared for the process to organically shape itself.

During our first meeting, | used the introductory time to have candidates introduce
themselves to me and each other, sharing their grade level, clinical educators, and their
reason ér participating in the project. | followed this byirgroducing myself and sharing
my professional background and goals for the study, along with my gratitude to them, for
volunteering. | verbally named the challenges that we might encounter ovemigstese in
our conversations, and tried to setup ways that we might approach them. One example was
introducing the teacher candidates to Singl
Courageous Conversations, whichRexmpeaglureages |
di scomfortéspeak your t rdithcclappahgtdxWitact and
highlighting these four areas for candidates, | hoped to set up a space where they might
begin to feel comfortable with engaging, productively, in multiple eosations about race.

In this first meeting, | also introduced teacher candidates to the inquiry cycle
process. | answered their questions about the process, and | made suggestions for how we
might follow the logical progression throughout our series @tings. Candidates seemed
comfortable in letting me set the pace, but | wanted to facibedsions, rather than dictate
them. For this reason, | provided a host of information to teacher candidates in the Inquiry
Notebook; this way, they would be aliteanswer logistical questions, or those with
concrete answers, and we could reserve inquiry group sessions for participation in
conversation, rather than relaying of information. | adopted this practice for the remainder of
the semester; at the start bétsession, | would make a suggestion for the direction of our

conversation, but | allowed room for the dialogue to flow, naturally. At the close of a
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session, | would provide reminders to candidates about how they could move forward to the
next phase ofniquiry processes, and we would discuss their actions, in the following
session. This seemed to establish a senaecoiuntability, for candidatés be mindful of,

as they managed all of their responsibilities, including study participation.

The facilitaion of actual inquiry group sessions was an important element of the
teaching and learning experience. With the majority of our interactions being in this group
learning space, | wanted to make certain that our space was collaborative, informative,
meanigful, and centered on race. To promote collaboration, | encouraged candidates to
share the floor throughout sessions by purposefully making connections between candidate
contributions and inviting each person to participate in the conversation. In oplentote
discussion, instead of simply responding to statements or making comments that seemed to
draw conclusions, | posed questions. | invited teacher candidates to provide input on their
peers6 ideas, and i f | f e btatedtoteaches casdiplages k i n g
that | had my own ideas, but | wanted them to also learn from each other. On a few
occasi ons, | bl at anétm yp rtaocltd cci@ngs ondoattt ietrsee g khi arit d:
created an awkward silence, but someone would altedgsthe reins to move us forward.

After the first two sessions, participants were more comfortable with each other, and
| had to speak much less. | attempted to allow for teacher candidates to develop informed
conclusions, or work together to understémeir classroom observations, or develop
solutions to problems they were encountering. When questions were directed at me, | did
answer them, or depending on the nature of the situation, | might turn it around and ask the
group their thoughts. With raceing a main topic of our conversation, there were moments

when | had to redirect the conversation away from falliraklman stereotypical

assumptiond. usually did this by asking a questio
thinking had originated. Somate s t hi s wor ked, and someti mes
occasions when teacher candidates chall enge:i

race, but there were times when everyone seemed to agree. In these moments, | had to be
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strategic about my contribons because | wanted to maintain a space were candidates were
comfortable to take risks and share their honest feelings, about race, but | could not allow
for a reinforcement of stereotypes, generalizations, or biases. One strategy | employed was
to tell a brief anecdote about my own experiences or practice, and then share how | reflected
on that moment, and questioned myself and my assumptions, to look at the situation in a
new light. These steps allowed me to model reframing for teacher candidatas tvimg
confrontational; it also helped me to teach and deliver necessary information in a different
format than teacher candidates were accustomed to.

Further, the ways that | supported teach
group sessions, wasistomized to their needs. Each candidate was provided an Inquiry
Notebook with background and practical information on the inquiry cycle, teacher action
research, and racial literacy skills. Participants were encouraged, but not required, to
reference th resources, but once teacher candidates decided on a specific area of inquiry, |
interacted with them outside of the group to provide more materials that could help. This
was mainly in the form of providing scholarly journals, resource websites, anchatfonal
videos that could support their learning. | also interacted with them via an individual Google
Docs space to track their progress through the inquiry cycle.

Finally, | conducted individual interviews with each teacher candidate after our last
inquiry group meeting. This interview provided one last opportunity for participants to
verbally share their reflections on the inquiry experience, witfi ihalso allowed me to
reinforce their learning and encourage them to continue with the necessargyfwork
exploring the role of race in schools and our social interactions. The impact of participating
in this inquiry group process was apparent, and the interview granted the teacher candidates

the ability to gauge their own growth throughout the semester.
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Chapter 5

REFLECTION ON IMPROVEMENT EFFORT

The Journey

Reflecting on my goals for this study, | cannot help but be pleased with the results;
however, the journey to getting to this point is important for me to share. Interestingly, in
hindsight, | can see how | used bits and pieces from most semesters thattgdhis point.

In the Fall, of 2013, when | began the program, | developed a passion for ihgseg

learning and constructivism. The next semester, | engaged in extensive research on the
elements of researdiased best practices for professionaledigyment. In Fall, 2014, |

became further acquainted with qualitative methods, and understandings about participatory
research and student teacher inquiry, but all that information seemed to stop there. In
Spring, 2015, | was able to focus more attentioreepening my passion for urban

education, and | learned so much new information, about critical race theory, and culturally
relevant pedagogy, that I realized | had to stay on the path of studying equity in education.
In Spring, 2016, | had the opporttnto serve as a Teaching Apprentice with Dr. Relon

Dow, in Urban Teaching in Urban Landscapes, and it was at that point, that | felt | found my
purpose.

Nevertheless, | was still working in a2 urban school district, so | imagined that
my work wouldinvolve that organizational site. | recognized the many challenges that |
might face, but | knew that | wanted to work with teachers in ways that would build their
culturally relevant practices, especially considering that the school | served, at tHeatime,

a majority student of color population, and an overwhelming majority of the teachers were

White. By the conclusion of that school year, | had decided that | needed to make a change,
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and fortunately, | was able to transition into a formal Instructsitipn in a teacher

education program. This experience, along with immense support from Dr. Soslau, paved

the way for me to make an important impact on the conversation on race and equity in urban

education, with select University of Delaware teacher chates.

This process has allowed me to begin to operate in what | see as my lifelong

purpose, helping to move our country forward by preparing teachers to have uncomfortable,

but necessary conversations about race and equity, in the United States.uimemir ¢
political climate, | value the impetus behind this work, as even more essential, than at the
start of the project, and the recently held White Supremacy Rally, at the University of
Virginia, in August, 2017motivates me to continue to push forwardl do what | can to

make a difference.

Successes

Utilizing a qualitative design helped me to better understand how my participants
experienced this inquiry process, while also giving me direct insight, from their perspective,
into what they learned asresult of participation. From the perspective of the facilitator,
after deeply engaging in analysis of data, | am proud to acknowledge that the goals of this
study were realized. Il n rel ati othestudy t he

were:

1. To engage teacher candidates in inquiry groups that help them better
understand, question, and explore the racial dynamics of the urban placement
site.

2. Help teacher candidates use the racial literacy inquiry process as a tool for
navigating racial encowers throughout their career.

Specifically paring these goals down to the outcomes regarding the development of
racial literacy skills; teacher candidates were guided to employ the practice of inquiring
about race, recognizing the role of race, and refigain race. The overall approach was

successful in meeting the improvement goal, as:
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1 100% of the candidates participated in the inquiry process and inquiry
group meetings.

1 100% of the candidates discussed some recognition of racial encounters
and raciadynamics within their urban school placement.

1 100% of candidates, in reflection on the semester, expressed the
sentiment that conversations with students about race were necessary.

1 100% of the candidates were also able to articulate their understanding of
the intersection of race and equity.

Upon experiencing the race inquiry group sessions, teacher candidates discussed
powerful critical reflection on their thoughts, actions, and beliefs about teaching and the role
of race and equity in urban schoolseldareful development of this race inquiry process
created the opportunity to set teacher candidates on a trajectory to become racially and
equity literate. The focus on the improvement of racial and equity literate practices
supported the constructionofe acher candi datesdé raci al unde
practice environment. Teacher candidates came away from this experience reporting: an
understanding that race matters, an increased race and bias awareness, and a recognition that
race intersectwith social context, curriculum and school systems, and student home lives
each having an effect on schdmsed and societal inequities.

Teacher candidates reported the ability to convene with other student teachers, from
varying backgrounds and exparces as a positive of the inquiry group dynamics. They also
reported that the consistency of the group meetings helped teacher candidates to keep the
consideration of race and equity at the forefront of their observations and experiences. In
other wordspecause students knew they had to keep coming back together to talk about
race and equity, it helped them to be more mindful of tracking and identifying their
thoughts, observations, and experiences. Teacher candidates noted that this type of
experiencelsould ke required for teach@andidates, and even regular students, at the
University of Delaware, because it opened their eyes, and forced them to see and talk about

issues, that otherwise, get swept under the rug in daily life and classroom conv&rsation
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All of the teacher candidates expressed a commitment to equity, in their future
teaching practice, or in their thinking about ways equity is achieved, or not, in society.

When student teachers were provided a basis through which to examine and debrief
experiences where they sensed inequity, this helped them to see that inequities in urban
schools are fareaching and are generally tied to social inequities that majorly impact the
schooling that children, from loamcome neighborhoods, are offered, amel $ystemic

forces that play a role. All of the teacher candidates were able to connectisa$ead] or
systemic inequities, to the influence of race and/or racial discrimination.

A majority of theWhite teacher candidates expressed some intraspeahtheir
own Whitenesswhat being White meant in a space where they were a minority, and how
that may have impacted their biases. Interestingly, half of the White teacher candidates also
expressed the revelation that they needed to respect and celebratethé¢iudent s 6 1 der
people of color, rather than subscribehe notion that being cololind is a positive trait of
a White teacher, teaching children of color.

All of the teacher candidates, in some way, touched on their desire to be comfortable
with talking about race, in classrooms, now that they recognized it was a necessary element.
All of the White teacher candidates expressed some level of anxiety regarding holding these
discussions, but half of these student teachers understood that ¢éhergowe basic
elements that needed to be in place, before approachirbased conversations, such as
building relationships with students, and having a solid understanding and preparation for
these conversations. Five of the White teacher candidgbésitix expressed the desire to
be agents of change in whatever schooling contexts they would eventually occupy.

The Black teacher candidate focused more of her attention on having conversations
with students about race and achieving equity. Thougmbheiry project heavily involved
her racial identity, it was not an area that she spent much introspection on. Interestingly, the
Black teacher candidate exhibited the least amount of enthusiasm, or passion, when

discussing issues of race in schools. Sketha conversation as necessary for all students,
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but the motivation came across as less than passionate, in comparison to her White peers.
This may have been because as a Black person, she experiences and processes racial
encounters all the time, and pediby has a heightened awareness to racial dynantios

also may have beattributed to her status as a Studesadhingl student. The White

Student Teaching | students, though they could discuss the importance of talking about race
for equitable teaghg, were less impassioned than 8tadent Teachint students. It is

easy to see how those closer to joining the front lines of teaching, might exhibit a stronger

desire to play a role in social change through education.

Challenges and Recommendations

There were challenggsesenin the implementation of this project. Although all
candidates participated in some form of inquiry, from determining a question to forming
conclusions based on data collection, dhhge of the nine, candidates actually
documented their data collection and were able to submit it for review. The remaining
candidates relied on observational and anecdotal data on which to reflect. Though
candidates were provided an Inquiry Notebook with all the resources necessary to engage in
explicit systematic data collection, there was no process in place to hold them accountable
to specific practices. Their informal individual data collection was discussed, during inquiry
group meetings, but there was nothing concrete to present as ratwrelaence, in
support of their findings. The UD student teaching model is unique because students carry
9-12 additional credits on top of the student teaching requirement; a traditional clinical
practice experience consists of student teaching asiltharie load, without any additional
credits, save, perhaps, a eém@ credit seminar experience. Recognizing that teacher
candidates have a great deal of responsibility with their regular course loads, edTPA
submissions, and the expectations of the @dinpractice experience, | did not feel that
added pressure to document all elements of their inquiry process would be morally

beneficial.
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Two of the candidates cited the size of the inquiry group as being a potential
challenge to participation. There wearine participants that met during inquiry group
sessions, and this group was mixed in terms of the grade levels they served and their status
in the clinical practice prograinthere was a mixture of student teachers in the first and
second half of the @erience. With this in mind, it may have been helpful to limit the
overall size of the group five teacher candidates; it may also have been beneficial to
separate the teacher candidates into grade level groups. Some participants also noted that it
was dfficult to fully share their thoughts, or engage in conversation because there were so
many other voices to contend with, in a short amount of time. As this was the first inquiry
group process, it was necessary for me to solicit feedback from the pentiscip order to
improve future conditions for other teacher candidates.

Increased individual support for teacher candidates is another area of growth
though teacher candidates reported benefitting from the whole process, there was feedback
that candidees would have appreciated individual chat&with me, as the facilitator,
throughout the process. Though the online platform was created for this purpose, the use of
a Google Docs format, through Canvas, did not provide students notifications when |
updated our document. This made it difficult for students to remember to check the space,
and thus, our communication diminished from the start of the project to the end. A
suggestion is to use a more easily accessible online platform that provides tbe teach
candidates with reminders to engage. With all that they have to manage during their student
teaching experience, this should be an area of relative ease.

Another challenge was that student teachers voluntarily decided to participate in this
project. Ths created the environment where teacher candidates willingly engaged in race
inquiry, out of sheer personal motivation; however, it also presented an obstacle in that | had
no real basis to hold students accountable for their participation, or engagefoemial
inquiry processes, such as grades, or impact on student teaching completion. Especially for

students plaad in an urban school distriicr student teaching, a suggestion is to formally

131



include race inquiry into their experience. This would require a facilitator specifically
trained and equipped to lead student teachers, but it will provide an invaluable service to the
student teachers, the school building personnel, and especiallydieatstand families they
serve.

If I were to do something different with this project, | would hold a{ststy
stakeholders meeting with the school administration, clinical educators, and staff members
who interacted with the teacher candidates througthe semester. Their insights and
perspectives drove the basis for the study, so it would have been ideal to consider their

perspective on the impact of the inquiry group experience, from an external vantage point.

Recommendations for the ETE Program

Recommendations for the University of Del
Elementary Teacher Education program are geared toward teacher candidates practicing in a
majority-minority public urban school placement, serving students of color, from financially
disadvantaged backgrounds. However, these practices could benefit all teacher candidates in
developing a practical perspective of a commitment to equity, no matter the neighborhood,
or student population, served.

Recommendation Lreate a deliberate structure for teacher candidates to investigate and

process racial encounters and race dynamics, ensuring they understand the purpose for the
interactions.
Rationale:Teacher candidates reported that the inquiry sessions and comversati
focused on race and equity helped them to be more aware of race as a social justice
issue, prevalent in urban schools. They realized that espousing a colorblind mentality
was detrimental to the pride of their students of color. They also felt moraredep

to distinguish, address, and/or process racial encounters.

132



Recommendation Designate a trained inquiry facilitator to host at least# 3essions with

teacher candidates, within one school placement, throughout the duration of a student

teaching emester.
Rationale:Teacher candidates reported the consistency of the inquiry sessions, as an
impetus to keep thoughts about race and equity at the forefront of their thinking.
During student teaching, teacher candidates hold multiple responsibilitnesfay
their attention, so consistent meetings help to reinforce the purpose of inquiry.
Utilizing inquiry as a way for teacher candidates to critically investigate the role of
race in urban schools, as a4otgser to understanding equity and socialigest
issues, provides student teachers the opportunity to ask questions about what they
are observing and experiencing. Multiple meeting opportunities also helps to hold
teacher candidates accountable to continue through the inquiry cycle. Multiple
meetingopportunities also helps to hold teacher candidates accountable to continue
through the inquiry cycle.
It is necessary for the inquiry sessions to be facilitated by a knowledgeable person
who can competently respond to student questions and help guiéhtioeigh the
inquiry process and sensitive discussions of race and equity. This trained facilitator
must have an understanding that the world is inequitable, and they must be
passionate about being a part of this change. It would benefit teacher candlidate
the facilitator were a formally trained practitioner, with classroom teaching
experience. In addition to helping teacher candidates make sense of race, in their
placement, it would also be helpful for that person to have a working knowledge of
the ungue ways that classrooms operate. The facilitator must also be willing to
negotiate their own prejudices and biases to maintain gudgmental inquiry
spaceThe ilace, or color, of the facilitator is not important, but they must have a
content backgrounaith race that fosters an intimate understanding of the role of

race, in the United States, and the implications this has for schools. Lastly, prior
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participation in a race inquiry group as
the process.

Recommendation 3Differentiate leveled groups for Student Teaching | (STI) and Student

Teaching Il (STII) teacher candidates to cater to the varying prior placement experiences of
teacher candidates.
Rationale:In this study, it was clear that STII teacleandidates had a more
practical focus in their inquiry contributions; whereas, the STI teacher candidates
were more exploratory and theoretical in their participation. The benefits of
separating the levels help to meet teacher candidates where theg avpport
them to optimal growth. STI candidates also seemed to still be figuring out how to
navigate student teaching, so the focus of the session can be customized to their
needs. Differentiated groups will also help to make the inquiry sessions more
intimate, which may support candidates to engage and contribute more frequently, as

there will be less competition for talking time, in meetings.

Conclusion

Engaging in critical race inquiry, with teacher candidates, was overall, a highly
rewarding experieze. The fact that every candidate articulated some form of learning about
racial literacy and equity literacy, as a result of participation in the serb@steinquiry
process proves that, for them, a deliberate space for the processing of racial dgndmics
racial encounters, during the completion of an urban student teaching placement, can benefit
the teacher candidates involved. This explicit practice of discussing race also allowed
teacher candidates to more fully engage in understanding the bas@abfand academic
inequities which they perceived as a force they could impact, in their future classrooms.

This project reinforces, for me, the mindset that my efforts were not in vain, and if this type
of experience is made more widely available tehea candidates, at the University of

Delaware, and perhaps other teacher preparation programs, the revoltgachef
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preparation can begin. This reconceptualizatiay trickle down to impacting the ways that
students of all backgrounds are taughinderstand the U.S. society. Race matters, in the
preparation of teacher candidates who will serve in urban schools, and race inquiry is a
method of making this explicit and guiding the construction of knowledge in this important

area.
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Chapter 6Chapter 6
REFLECTIONS ON LEADERSHIP DEVELOPMENT

How did my skills as a Scholar change since | started the program?

| distinctly remember the beginnings of an understanding about what it took to be a
researcher toward the conclusion of my Master of Arts degrdeban Education. My
thesis involved qualitative research of the South African high school exit exam, the Matric.
In talking with my advisor and colleagues about my research, | remember them using the
phrase ficorrel ati on d odesestionmmgs ofdng coeceptnaln e cau s
framework. At that time, my brain was bursting with new information about equity, racism,
necliberalism, and teachings of Paulo Freire, Pierre Bordieu, and William Julius Wilson. |
engaged enthusiastically and wholeheawt@uimy research to tell the stories of Black
South African teachers who prepared student .
it was just the beginning of me understanding scholarship.

My skills as a scholar have changed, since | beganrtgggm, in that | now
consider myself to have a toolbox of skills, rather than blindly navigating my way through
the research process. | understand how integral scholarship is to the field of education, and
different nuances have become clear to me. mgaf study design, | recognize conceptual
frameworks as a basis for driving studies, acting as a lens through which a researcher views
and explores a problem. A conceptual framework may also function as tool for analysis
where a research takes the datéected and analyzes it against a set of methods, standards,
or practices.

| recognize the possibilities and limitations of quantitative and qualitative research
methods, though a clear favorite has primarily shaped my program experience. Qualitative
resarch and data collection methods are an area that | have always been interested in.
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During my undergraduate years, | favored qualitative methods because it meant less
numbers and quantitative understanding, winelnemuch less overwhelming to me, as |
cane to the conclusion of the Ed.D. program. For a senior independent study Honors
project, | conducted what | did not know at the time was a mmethods study, in my
student teaching classroom, and enjoyed the narrative portion of the report, overdiie surv
results section. During my masteros program.
gualitative study for my thesis where | progressed through all the phases of research, data
collection, and reporting. | always did enjoy investigation and discomeheiwhy and
how of situations, so qualitative methods seemed to fit my natural interests.

Through the completion of methods assignments and course readings, in the
UD course, Qualitative Methods, with Dr. Rolon Dow, | refined my theoretical and @actic
understanding of qualitative methods. In particular, the skills or understandings that were
augmented would definitely be the data analysis methods and ways to make the qualitative
thinking and analysis process more transparent to the audience. DeriBgR
development, I did not struggle with believing that my audience would accept my research,
or take my word as is, because | had a more solid foundation in making the qualitative data
analysis process more evident. | was able to value my own workamdree confident in
its credibility through the sharing of steps with the reader.

To better analyze qualitative research studies, and to conduct my own studies
in the future, | had to gain more exposure to qualitative analysis techniques that helped me
feel stronger as a researcher, and as a consumer of qualitative research. During the program,
| struggled with the mindset of consistently reading as a critical consumer; sometimes |
found myself reverting back t wablishedpttesisi ve ¢ 0!
must be great!o | grappled with not taking
and questioning or critically analyzing their design, process, methods, implications, etc.

After reflection, | realized that notion came from mgll-intentioned, but possibly
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disillusioned, feelings of published authority/superiority and viewing my own research as
inferior.
| have always valued qualitative research because it tells a story of

experiences that quantitative studies simply will never achieve s8lsdar | want to
continue to share the stories and lived experiences of disadvantaged populations because
these drerse populations and experiences make up the tapestry of our world. | also want to
use research to effect positive change in educational communities in an endeavor to make it
easier for the teachers of disadvantaged students and for their studentscicebsfal. |
find value in participantsd voices, in thei/
analysis process, and it is important for their experiences and perspectives to be shared.
Qualitative research has the potential to address educassues, by doing more than
pushing numbers of significance on an audience, but through the sharing of real perspectives
and experiences that can, ultimately, humanize research.

How did my skills as a Problem Solver change since | started the program?

When | began the Educational Leadership program, | knew that | wanted to change
the world, and | knew that | could use education as a way to do so, but | was unclear how, or
in what ways. As a teacher, | frequently used research articles to support myiorstuc
decisions, or to prove to administration t h;
using research as a way to distinguish, explore, and solve problems.

| learned that research can be used to solve problems, in addition to being shared as
way for people to recognize and define problems. It has become more apparent to me that
research has a bearing on problem solving, but alone, cannot realistically improve the
solution of problems. Throughout the program, we discussed ways in which pseple
research for pragmatic, political, and symbolic usessentially, showing that people can,
and do, manipulate how and what data they use to achieve an intended end. Two articles |
read during Dr. FarleRi ppl eds introductohymepufi3besNell

Stupid, 0 by Frederick Hess (2008), and fAHow
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by Mary M. Kennedy (1984). The ANew Stupido
schools have a tendency to use a-haKed approach to solving ptems through data
driven decisions, most similarly modeling the political or symbolic use of research. While
the Kennedy (1984) article seemed to dismiss the instrumental use of research because
decision makers are not supposed to ascribe their own kihgevte the problem requiring a
solution. Thus, making the conceptual model, seemingly, more popular as people are
afforded the opportunity to shape and interpret data in a way that fits what they are
At hi nkingo.

In the social sciences, thereissomuchatthed t o a personds thir
experiences, that one cannot easily separate data from their own psyaseinitaresting to
read how Kennedyl©84) showed participants using their interpretation and inferences
based on data as the actual datsemin actuality, the information they were referencing
was very far from the fact. Hess (2008), also references that phenomenon in comparing the
differences behind research in the medical field and research in the educational sphere. He
(Hess, 2008) purpts that, in education, researbhsed methods are generally altered when
put into practice, which essentially changes whatever outcome was hoped for, but doctors,
for example, dondét go around just changing
that comes as a given, and even a perk, of education is what makes realistitvéata
decisionmaking and problem solving nearly impossible. As such, it is imperative that
research not be conducted in academic isolation, and collaboration between eesgarch
school administration, and teachers is essential for informed growth and prégeess.
structure of this inquiry project was motivated by the desire to work with participants.

| began this program with discussions of using data to drive decis@ing, and as
| progressed in coursework, | was provided the opportunity to use data to actually solve
problems that | faced in my current organization, from assessing and responding to
curriculum issues to full department program evaluation, culminating with this ELP process

where | distinguished a problem and took all the necessary steps to define it, respond to it,
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assess the intervention effort, and make recommendations for an edgubwre. These
experiences demonstrated how essential different areas of published and original research

are necessities for program success.

How did my skills as a Partner change since | started the program?

| also learned that research in educaticousthbe a work in partnership, specifically
with professionals who are in the field. So often, research is shared among colleagues in
academia and rarely does it trickle down into classrooms, with fidelibrjefy discussed
above. 8hools, departmentand teachers tend to customize various resdzashd
methods during implementation. Another issue is that academia can inadvertently devalue
the voices of those who matter most in classrooms, the teacher professionals. Participatory
researchand inquigyr € met hods | was introduced to dur
Methods course; they have stuck with me throughout my time remaining in the program,
and | plan to continue in this path as | embark on a burgeoning career as a teacher scholar.

As a former classroom teacher, | remember what it felt like to experience
powerlessness and hopelessness in the face of duheed problems and adversity. |
remember being inundated with new policies, procedures, and practices that | was expected
to implement pdectly because student test scores, and even my job, were on the line. In the
work that | plan to do, in the future, it will always be my goal to engage in research with my
participants, rather than on my participainfsom collective participation to shed inquiry
processes.

Participatory action research is the means through which | will attempt to bring
change to the educational sphere, endeavoring to allow generally silenced voices to be
hear d. 't is my goal to ewgage®liayimgsdéardio
some power back to those who are often discussed, but rarely consulted. | believe that
stakeholders should play an integral role in the decisiaking and evaluation processes,

but this must be guided and solidly informed ,jethis the role | see myself filling.
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| have a passion for using research to improve the educational experiences of
marginalized groups. Research has the ability to help an instructor make choices that are
empirically-based and in the best interest af/her students. Research can also expand the
perspectives of individuals, challenge their understandings, and introduce new information
to confront what they thought they knew. One of the reasons why | will continue to pursue a
career as a teacher schatabecause the position requires me to serve in the nexus between
research and practice. The educators that | partner with will understand the power that

comes from critical consumption to create better futures for their students.
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Appendix A

ORIGINAL ELP PROPOSAL

Unfinished work: Cultivating cultural proficiency to navigate cultural

mismatch in urban classrooms

OVERVIEW

The College of Education and Human Development at the University of

Delaware is committed to preparihgghly qualified professional educators to

become leaders in the education field, capable of meeting the needs of all students,

and prepared with the appropriate knowledge and strategies to develop students in

todaydés school s.

childhood education up to secondary education, with specializations in math,

English, social studies, foreign language, and science; all preservice teachers are

expected to fembody t hr bemselyas arbfessionatlys 0

and advance the field of

commit ment to equityo (University

in the Doctor of Education in Educational Leadership program, | am exthavigh

T h #Hered araeldéversg,rramging fromesarlp r o g r
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educati on: fikno
of Del

-amakohg ut i | iz

the responsibility to fAgather

andproblers ol vi ng rel ated t o obd®.anEduraidnal on al

Leadership, 2013).have taken on the role of an exterimgjuiry facilitatorin order

to help improveprs er vi ce teacher so

endeavoring to inform their commitment to equity.
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Though teacher candidates participate in numerous hours of field experience
T some in urban school settingsheir education coursework does not provide a
solid foundation in understanding the historical, social, economic, and psychological
forces at play that work to create the complexities present in urban classrooms
(DarlinggHammond, 2006a; Grant, 2007). Thisbmes evident in clinical field
instructorsd observations, administrator
their practice (E. Soslau, personal communication, June 8, 2016). Critical race
theorists have shown, that preservice teachers can bieoefipre professional
experiences that teach them how to address implicit assumptions and biases, promote
positive racial identity, and create classroom spaces that respect and value
differences (Cochra®mith, 2007; Michael, 2015). Teacher candidatesireq
strategic support in cultivating success in some of the most unique and resilient
students (Banks, Cochr&mith, Moll, Richert, Zeichner, 2005).
ORGANIZATIONAL CONTEXT

School of Education Context

Founded in 1743, the University of Delaware has progressed from a small
private academy for White males to one that offers an education to diverse groups of
students, from all ethnic, gender, religious, socioeconomic, national, and
international backgroursd The mission of the Elementary teacher preparation
programs offered by the University of Delaware is to preparsgmace teachers
Ato meet the challenges of educating tod:

(AEIl ementary Teacher Bréntaofthe dorweptigl 2013) . |

framework applied to all/l teacher prepar a
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have an understanding of the diverse st u
recognition and understanding that equity and equality are noante, and the
compassion to modify teaching and leadership practices to respond to the needs of
di verse | earners and their families, tea
Delaware, School of Education Undergraduate Advisement Handbook, 2015, pp.4).
The university expresses an interest in developing teacher candidates who are
conscious of inequalities in the educati
lives and learning, no matter where they decide to teach. However, this skill set
needed to enaan antiracist learning environment (Pollock, 2008b) will be
especially necessary for teacher candidates entering the urban education field (Banks
et al, 2005).
Students in the School of Education

The preservice teacher population demographid¢ha University of
Delaware, creates a unigue complexity when considering its commitment to
preparing teachers to be culturally responsive. The College of Education and Human
Devel opment 6s, School of Educationmg and |
predominantly White and female, as evidenced in the following table.

University of Delaware
College of Education and Human Development
Staff Demographics

White  Black  Hispanic Asian  Native Other  Total

American
School of Female 451 5 6 10 2 39 513
Education Male 29 1 0 1 0 1 32
Total 480 6 6 11 2 40 545

(OEl, 2016)
These numbers show a striking contrast between the amount of White female and

male students enrolled, opposed to the other ethnic groups represented. Students of
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color make up just 7%f the School of Education student population, in contrast to
the remaining 93% of students who identify as White. Gender representation is also
a factor to note when considering whom the university is preparing to go out in the
community and serve. Womeepresent 93% of the population against a mere 7%
male population. These statistics are less than national averages, and they do not
reflect the populations of the growing diversity in classrooms where teachers will
instruct (Banks et al, 2005).

Organizafonal Context Situated in the Broader Social Context

The diversity gap between the average teacher and students of coloriis wide
the National Center for Educational Statistics reports that over 40% of students are
nonWhite U.S. Department of EducatioBQ15) but only 17% of teachers are of
color U.S. Department of Educatipf012) this disparity potentially has an impact
on education (Banks et al., 2005, Bartell, 2005). One cannot assume that all people
of color have similar experiences (Emdin, 2Q18)t the reality exists that
minoritized students of color that come from disadvantaged backgrounds are more
likely to be taught by a middle class, White female (Tatum, 2003). This depicts a
serious difference in background and perspective on life, vdoiohl potentially
impact the cultural climate in a classroom (Banks et al., 2005). Teachers from the
dominant ethnic background are not often afforded the critical moments where they
must grapple with another perseganed exper |
to effect change (LadseRillings, 2001). Similarly, teachers from the dominant

ethnic background are also less likely to be skilled in navigating racial contexts and
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conversations (Cruz et al., 2014; Laddgiliings, 2001; Pollock, 2008b) or ité¢

Afdevel opment of racial negotiation skill:
Reflecting on the universityodos commit |

understanding of culture and diversity,

preparati on pr oggaphiwategaryundnebershpshodva true need

to sufficiently prepare teacher candidates to enter urban class{Banis et al.,

2005; DarlingHammond, 2006b)The homogeneity of the preservice teacher

candidate base can impact student learr{iBanks ¢ al., 2005)n that the ethnic

representation may not be diverse enough to allow for various perspectives to be

present in classroom and clinical practice settings. Although coursework may expose

students to diverse points of view, without the propenitmgi students may fall into

unproductive conversation where stereotypical assumptions are reinforced (Marx,

2006; Michael, 2015), superficial understandings prevail (Banks et al., 2005), and

shallow analyses are made to seem deep (Pollock, 2008a). Stutherdre

education majors are presented with a variety of field experiences, in classrooms

with students from diverse cultural, linguistic, and socioeconomic backgrounds;

however, for those who find themselves pursuing urban schools as their professional

specialization, or even just a stopping point, they need additional support (Parling

Hammond, 2006a; Tatum, 2003). The students served by teacher candidates of

University of Delaware, are diverse, and though there are surrounding urban

communities and sclots, this does not guarantee that teacher candidates experience

meaningfully educational field placements to expand their understandings.

Study Placement Site Context
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The placement site for this ELP,JacksorElementary School, in Delaware.
The ethnic gnup demographics of the staff present a unique difference from national
averages, where the teacher of color, to White teacher, ratio is almost 50/50 percent.

Staff Ethnic Group

African American 44.6%
American Indian 0.0%
Asian 0.0%
Hispanic/Latino 3.6%
White 51.8%

The student ethnic breakdown is characteristic of averageditggyublic schools,

that serve low income students, where students of color makeup almost 100 percent
of the student population, and White students, less than three percent. The students
in this school are bussed in to this location from other neighborhoods in Delaware,

and very few of the students live within walking distance.

Student Ethnic Group

African American 78.5%
American Indian 0.7%
Asian 0.2%
Hispanic/Latino 13.5%
White 2.9%
Multi-Racial 4.1%
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Jackson Elementary Schdws a majority percentage of students who fall
below the poverty line and qualify for free/reduced lunch. The English Language
learner population is low, less than 10 percent, and the students who requiaé Spec
Education services total less than 20 percent, at the time of this writing.

Other Student Characteristics

English Language Learne 5.1%
Low Income 81.2%
Special Education 19.6%

FRAMING THE PROBLEM

Placement data from the Office of Clinical Studies shows that 49% of
Elementary Teacher clinical practice candidates were placed in school districts with
a majority African American and Hispanic/Latino student population. With this in
mind, preservicetetaher s cannot continue to be subj
curricul umo ( Niiethisaoegnothrepare them tQ idt€ract)with,
teach, or teach about students from various cultural backgrounds (Emdin, 2016),
other than their own. For White teath who teach in urban contexts, it is important
for the focus of their learning to explicitly include learning experiences that foster
the building of cultural consciousness, cultural proficiency, and sociopolitical
sensitivity (Banks et al., 2005; Cochf&mith, 1997; Cruz et al., 2014; Futrell &
Witty, 1997; LadsofBillings, 2001; Tatum, 2003).

Urban classroom settings are distinctive, but they are often characterized by a

set of challenges that are perpetuated by media, stereatgpason knowledgand
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even education informational texts (Marx, 20I3)ere are unique characteristics
that describe urban areas, and urban schools, in contrast to suburban environments;
Carol Bartell (2005) reports these as:

Unsatisfactory academic achievement

Political conflict

Inexperienced teaching staff

Turnover of administrators

Low expectations and lack of demanding curriculum

Lack of instructional coherence

High student mobility

Poor facilities in unsafe neighborhoods

Racial, ethnic, and cultural mismatch of teashend students

(pp. 94)

For the purposes of this paper, the term urban is used to refer to densely

=4 =4 =8 _8_4_9_9_°_2

populated innecities, with residents from socioeconomically disadvantaged
backgrounds, often populated by people from African, Latin, Asian, Caribbean
descent, and other ethnicdigrounds that do not identify as White. The
fundamental difference between poor urban schools and their middle class and
affluent counterparts is that there are systematic structures (Kuykendall, 2004) in
place that could impede student progress and sscaéfecting their opportunities
and outcomes (Pollock, 2008b). It is important to widen the perspective-of pre
service teachers so that they enter these settings with concrete information and tools
(Pollock, 2008b), rather than falling back on impligases and assumptions (Grant,
1997).

Classic views of urban schools come from a deficit perspective (Emdin,
2016; Hilliard 111, 1997), which can contribute to passive racist practices (Marx,
2013) in classrooms, exhibited as miaggressions (Mitael, 2015), which can
contribute to student and teacher racial stress (Stevenson, Reiffprced through
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common discourse around urban education, the narrative is propagated that urban
students are loyperforming and lowachieving; anecdotes paint séud academic
motivation as an issue and behavior problems as an expectation. Family structures
are believed to be broken: parents un
from their academic work. Throughout history, people of color have betayeu

as lacking, in more ways than one (Hilliard, 1997), which contributes to their low
placement on the American totem pole. Thosgimeof these experiences are valid,
and a reality fosomestudents, the deficit way of thinking consistently places the
victim at fault, rather than recognizing the influences of a larger system that
contributes to this way of life (Kuykendall, 2004). As mentioned above, the teaching
force in America consists of predominantly White females, from a middle class
income backgpund, a glaring contrast to the demographics of urban student
populations. This racial, ethnic, and cultural mismatch of teachers and students
(Bartell, 2005) is likely to become evident in urban classrooms (Banks et al., 2005;
CochranSmith, 1997). Negate stereotypes are at risk for being perpetuated due to
the racial background of some White teachers, which is often synonymous with
inexperience with minoritized groujppdor some teachers, difference is seen as a
deficit, rather than an asset, and thisdset can be changed (Cochfmith, 1997).

The deficit view, popularized in media and even in teacher preparation
programs (LadseBillings, 2001), can contribute to passive racist classroom
practices (Pollock, 2008) in that teachers of urliadesits come to educational
settings with preconceived notions of their students, and their(Eradin, 2016).

Marx (2006) writes that Athe beliefs
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their students make their way into the classroom even whehdes themselves are

unconscious ¢é of their thoughtso (pp.22)

microaggressions that are subconsciously shown in teacher actions, and

subconsciousl y tr an sSolorzarnoeCeja, & ¥osso,ti2008 ent s 6

A Ra c i a bgressiomsretemto the racial indignities, slights, mistreatment, or

of fenses that people of color may- face
Harding, Andrade, & Romero Diaz, 2012, pp. 153). Microaggressions can contribute
to student and teachstress, which can impact student academic success

(Stevenson, 2014Dperating in the understanding that the American teaching force

is dominated by a predominantly White racial group and female gender, the

opportunity for future educators to be guidebtigh a cultural awakening process is

essential (Cruz et. al, 2014) to better prepare teachers for service in urban classrooms

(CochranSmith, 1997; Edmin, 2016; Futrell & Witty, 1997; Nieto & Rolon,
1997).
PROBLEM STATEMENT
Racial literacy is chaderized as a set of skills, knowledge, and beliefs that
can be learned, practiced, and developed through structured learning opportunities

(Gorski &Swawell, 2015; Marx, 2006; Michael, 2014; Stevenson, 2014; Twine,

(0]

2004). The Uni v er sniany teacherf edudation pragaam elaesnote | e mi

systematically provide coursework for all teacher candidates that address these
skills; therefore, it is likely that teacher candidates may have limited racial literacy
skills and dispositions (Buchanan, 2015; Cack8mith, 1997; LadsoBillings,

2001; Pollock, 2008). This is a problem as the Elementary Teacher Education
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program is increasingly placing predominantly White teacher candidates in urban
contexts, which generally serve communities of color. The probigtored in this
ELP are the limited racial literacy skills of teacher candidates, and more specifically
teacher candidatesd race unconsciousness.
placements, can benefit from professional development that affords themamgcess
opportunities to examine their racial identity and take a critical inventory of their
biases, assumptions, and notions of who their students are and what it means to be a
White educator who serves communities of color (Emdin, 2016).
PROPOSED SOLUTION

The proposed solution to this problem is ajprefessional development
series that will help students to acknowledge race, make sense of their own racial
identity, and examine the racial dynamics of their student teaching experience,
through inquiry basd approaches. The proposedprefessional development will
be delivered through teacher candidate inquiry group sessions that run concurrently
with their placement in an urban elementary school. These meetings will be
interspersed throughout the semgstenvening at least 3 times, and attended by the
external consultant. Allowing teacher candidates the space to collaboratively
construct the meaning and implications of race in urban schools, draws on
constructivistbased instructional approaches. Thgace will also be used to explore
skills that may contribute to teacher cal
the unique work that takes place in urban classrooms and to consider intersecting
forces that i mpact t e a &gnounighave andmphceoar ni n g .

their classroom decisiemaking and expectations (Gilliam, Maupin, Reyes,
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Accavitti, & Shic, 2016), substantiating the need for this work, and it is the
responsibility of effective teacher preparation programs to guide stutdenugh
critical reflection of their understandings, attitudes, and beliefs about race
(Buchanan, 2015; Howard, 2003).
IMPROVEMENT GOAL

The goal of the prprofessional development series is to engage@nece
teachers in inquiry groups that pehem better understand, question, and explore the
racial dynamics of the urban classrooms they are in and that help them disrupt deficit
views of urban students and classrooms. In this way, theepvice teachers can
also grow in their racial literacgnd equity literacy skills. The University of
Delaware currently operates under practices that expose teacher candidates to urban
areas and classrooms, but does not adequately or systematically engage them in
meaningful learning experiences that strataltyqorepare them for successful urban
teaching contexts, where the consideration of racial dynamics is
necessaryConsidering the complexities that exist in urban school environments,
preservice teachers require deliberate learning experiences theddeliech based
suggestions and translate them into practical classroom application (Buchanan,
2015). Teacher candidates want assistance in teaching in unfamiliar térstume
have enough initiative to seek it on their own, while others are not evea thaa
they require specific suppoi€(uz & Ellerbrock, 2014)In order to effect
organizational change, my goal is to utilize literature and coti@sed needs

assessment data to develop-prefessional development experiences, through
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inquiry group gssions, to engage teacher candidates in critical inquiry of their racial
identity and the role of race in urban schooling.
THEORY INTO PRACTICE

The figures below illustrate the theoretical frameworks that have inspired this
work. Figure 1 depicts critéd race theory as the background that influences the
development of equity literacy and racial literacy through construcbeised
learning approaches, to support culturally relevant pedagogy. Recognizing that each
of these frameworks hold multiple teggtore elements have been distinguished as
focal areas for this work. Within culturally relevant pedagogy, the practices of
critical consciousness and cultural competence can be explored through inquiry, a
skill supported by constructividtased pedagogyin turn, each of these practices
supports the development of racial literacy and equity literacy.

Figure 1. Theoretical Inspiration

THEORETICAL INSPIRATION

Culturally Relevant
Pedagogy

Figure 2 shows the practical outcomes of the race inquiry groups, influenced

by theory. Potential outcomes includate her candi datesd abil
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recognize, and reflect on the role of race in urban school contexts. The goal is for
these three skills to help novice teachers to notice and disrupt their own deficit views

of urban schools and students, often basetiereotypes and notions of race.

Figure 2.

PRACTICAL OUTCOMES
Constructivist .Racial
Learning | Literacy
Practices ™\

& 07
> Q.
\"~‘°~ ' }%’o,
Recognize
URBAN
SCHOOL Equity Literacy
CONTEXT

ORGANIZATIONAL ROLE
My specific role in this project

| have taken on the role of an exterimgjuiry facilitatorin order to help
improvepres er vi ce teachersd orientation for
to advance their preparedness to working with the unique populations that exist in
urban classrooms, leading them through various learning experientcearthiapact
their cultural awakening proceddy responsibilities at the University of Delaware
include a fulltime graduate student, seeking to gain the necessary information to
positively impact the educational experiences of wseeved, misrepresermteand

minoritized students in urban schools. In the past, as a doctoral student, | have made
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it my priority to engage in study of pedagogies (LadBdlings, 1995), theories
(Yosso, 2002), and ideologies (Bell, 2009yens, & Gijbels, 2008Yhat have ben
found to impact the academic achievement of urban student populations, notably
sociaeconomically disadvantaged students, in geographically urban spaces. Critical
race theoryDelgado, & Stefancic, 200¥;0sso, 2002), culturally relevant pedagogy
(Ladon-Billings, 1995), constructivisbased instructional approaches (Kumar,
2006), and social justice frameworks (Stovall, 2006) are cited as important
components in student success. | have also engaged in study to determine the most
effective ways to facitate knowledge to adult learners, through professional
development (Guskey, 2003; Penuel, Fishman, Yamaguchi, & Gallagher, 2007,
Yoon, Duncan, Lee, Scarloss, & Shapley, 20035t & Vogel, 2007).
Why do | care?

As an adjunct instructor, | am responsifileencouraging prservice
teachers to meaningfully embrace diversity and equipping them with the tools and
knowledge to create inclusive learning environments for their future students. In the
past, | have served as a teaching apprentice for EDUC @88an Schools in Urban
Landscapes; the goals for this course included introducing students to the
intersecting forces that shape education in the United States, exploring frameworks
that prioritize issues that help better understand urban spaces, anchgrsgagents
in critical reflection of challenges and successes in urban schools to prepare them for
potential service in these landscapes.

Going forward, it is my goal to fuse my scholarly study with practical

application to address the problem of a nasrthed predominantly morzultural
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teaching force with a more diverse student population. For the purposes of this
Education leadership portfolithis responsibility is shared between the consultant,
school based administration, clinical educators, tlneusity-based field instructor,
and the preservice teachers enrolled at the University of Delaware.

My professional commitment

This will contribute to my professional growth as it marks the first formal
step in achieving my personal goals. Though lehalong way to go in this
profession, | have dedicated my life to diversity, inclusion, and social justice.
Learners of all backgrounds are preparing for careers in an increasingly global
society and part of my responsibility in preparind2students folife after
graduation is exposing them to different ideas, life experiences, and perspiectives
this should begin with the preparation of future teachers entrusted with developing
constructive and contributing citizens. | embarked on this journey iragédoavith
the goal to be an agent of positive soci
concluded that preervice teacher training is the best avenue of effecting-sadie
transformation.

Throughout my teacher practitioner and school leadershigriexges, | have
been |l eft with the resounding thought t h;
have made it my business to gain all the tools needed to make my passion a reality.
Education is a fundamental pillar in the success of our nation,\aiticeffect
positive change in the development of successful, constructive adults. Completing
this Education leadership portfoliwith the focus of preparing pigervice teachers

to enter urban classrooms from a more culturally awakened perspectivelpvithde
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to be an effective | eader in this nation
support preservice teachers to guide uneéarved and undegarivileged students to

realize their potential and actualize their dreams.

My ultimate goal

In present liteature, when researchelEgnagan, & Schoffner, 2013; Jacobs,
2010)discuss 2% century schooling, it is often in terms of improving instruction
utilizing technology and building student
however, the cultural profiency of future teachers must be added to the
conversationZhu & Zeichner, 2018 In a society of increasing diversity, my
ultimate goal of instructing at the university level is to better preparsquvéce
teachers to educate all students, througlst@aueturing of teacher preparation
programs. P12 students must be guided through the process that instructs them how
to navigate diverse social settings, construct knowledge for themselves, and critically
interact with material (Delpit, 2006)this begirs with properly training prservice

teachers (Darlingdammond, 2006b).
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Description of Planned Artifacts

Number

Artifact Type

Audience

Description/Participants

Scholars

Timeline

Status

1.

Needs Assessmenty Interviews

Researcher

Interview/Focus Groups
stakeholders to inform PD
construction:
1 School Based
Administrators
1 Former and Future
Clinical Educators
Teachers
Field Instructors
Office of Clinical
Studies
1 ETE Teacher
Candidates placed at
Jackson

E |

Hatch, 20@
Weiss, 1994
Seidman, 2013

November,
2016

Original

Student Profile
Questionnaire

Report

Researcher

Use ETE Teacher Candidates
placed atlacksorno:
1 Establish baseline data
1 Inform participant
profiles: knowledge,
skills, and dispositions
regardingdiversity and
equity.

November,
2016

Original

Professional Model

Development Paper

Researcher

Effective PD practices will be
examined to inform
construction of PD plan,
incorporating effective PD
practices with focus on cultura|

proficiency.

Guskey, 2003;
Penuel et al.,
2007;

Yoon et al., 2007;
Yost & Vogel,
2007

December,
2016

Needs
revision




T.T

Professional Plan Teacher Discuss how the elements list¢ Darling- January, 2016 Original
Development Plan Candidates | below can be combined to Hammond,
create a praervice teacher 2006a; Delgado
curriculumfor cultural & Stefanic, 2001;
proficiency: Delpit, 2006;
1 Critical race theory, Howard, 2003;
§ Social justice LadsonBillings,
frameworks, 2001;Kumar,
f Culturally relevant 2006;
pedagogy’ Yosso, 2002
Constructivistbased
instructional approaches
Professional Teacher Specific descriptions of Forthcoming January2016 | Original
Development Series Candidates | professional development
activities:
1 Topics
1 Lesson Plans
1 Ciritical Journal
Reflection Prompts
1 Materials
Professional Evaluation| Committee |l nqui ry i nt o g Forthcoming February, Original
Development provide deliberate opportunitie 2016
Program Evaluation for students to see through an
equity lens.
Recommendations | Executive | -OCS Summary of PD experiences | Forthcoming May, 2016 Original
for Stakeholders Summary | Administrati | List of recommendations
on
-Content
Methods
Coordinators
-Clinical

Supervisors
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Appendix B
EVALUATION PLAN

Purpose of the Evaluation

Educators who teach in schools that predominantly serve students of color, from
low sociceconomic backgrounds, and inner cities, require learning experiences that
allow them to understand their own ethnic and racial identity, potential prejudices, and
implicit biases, in order to more clearly view their students, their classrooradtioas,
and even studentso6 f amil y-Hamnwomd, 2006fads@r e n t
Billings, 2001;Tatum, 2003). Teacher candidates who engage in critical inquiry
(CochranSmith, 1997; Michael, 2034rd reflection Howard, 2003)n their urban
classrooms may develop increased equigydcy (Gorski, & Swalwell, 20)5%nd racial
literacy (Stevenson, 2014; Twine, 2004) as a result of their involvement in this work.
Acknowledging the importance of understanding race and its implications inoclasssr
(Howard, 2006; Michael, 2014) is seen as a foundational building block for teacher
(Buchanan, 2015) candidates who serve in urban schools.

The purpose of this improvement effort is to measure whether students

who participate in the inquiry groupgsprofessional development (PPD) demonstrate
any shift in practices that support the building of equity literacy and racial literacy, which
could be as prominent as a specific change in teaching practice or curriculum
implementation, or as subtle as a defate recognition of biased thoughts. Guided

experience in using the inquiry method can help teacher candidates to distinguish issues,
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explore various methods of examination and investigation, paired with collaborative
construction of meaning (Garrisonle@elandinnes, & Shing Fung, 2010) in inquiry
group meetings and critical reflection. This evaluation is necessary, as the findings will
examine the usefulness of critical inquiry intervention to develop recommendations for
the Elementary Teacher Educatidinical experience structure, at the University of
Delaware. Prerofessional development will be used to teachsgm@ice teachers how
to address implicit assumptions and biases, promote positive racial identity, and create
classroom spaces that respand value differences. Through inguigsed approaches,
teacher candidates will participate in inquiry groups to acknowledge race, make sense of
their own racial identity, and examine the racial dynamics of their student teaching
experience.
Description of the PreProfessional Development

Preprofessional development (PPD) will be implemented as a series of inquiry
group sessions, led by an inquiry facilitator. Teacher candidates will be encouraged to
distinguish an area of investigation under ttowestral themes, generated from a school
based stakeholder brainstorming ses§ikppendixB-a): classroom management through
de-escalation tactics and trausimdormed care, building a learning community and
getting to know students authentically, and pesiidentity developmerit individual
reflection on implicit bias, assumptions, and fears about urban areas. Teacher candidates
will be guided to focus on issues related to race and equity matters in their urban school
placement. It is the goal of the syutthat teacher candidates will strengthen their
commitment to equity in education, by examining racial dynamics, and explore assets

based perspectives of urban students, through inquiry and reflection. Upon experiencing
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the inquiry group sessions, it ispected that teacher candidates will critically reflect on
their thoughts, actions, and beliefs about teaching and the role of race in urban schools.
Evaluation Questions

As part of the evaluation of the intervention, | developed three evaluation
questiom t o be answered. The questions were
guestions in consideration; however, the specificity of these questions helped to further
guide the intervention, particularly considering the process steps, and the expected
outcomes of the study. These detailed evaluation questions are included below:

Research question How did the RIG function as a space for processing racial

encounters and race dynamics during the completion of an urban student teaching
placement, servingtudents of color?
Process 1How do teacher candidates participate in inquiry group
sessions where theye encouraged to consider the role of race in schools?
Process 2How are teacher candidates guided through an inquiry group
cycle wherdahey are ecouraged to consider the role of race in schools?

Research question What did teacher candidates learn a result of participating in a race

inquiry group within an urban student teaching placement serving students of color?
Outcome Do teacher candidatéemonstrate any shift in their thinking
about racen urban education?

The first process question is intended

participation in the inquiry process, over time. The second process question seeks to

uncover the way #it teacher candidates are guided through the inquiry process. The

outcome question explores whether teacher candidates report any change in the way that
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they view the role of race in education. The implicit relationship between the three is
highlighted inthe assumption that the level of depth through which students engage in the
inquiry process may result in affecting their understating of race to promote equity in
urban classrooms, and the ways that students are guided through this process holds
implications for future recommendations and potential replication.
Design and Methods
Sample

The participant recruitment pool will be 9 teacher candidates from the University
of Del awareds El ementary TedakstridlemenEadyuc at i on
Schoo] for their clinical practice experience. Eight teacher candidates identify as White
women, one teacher candidate identifies as an Afdgarrican woman; all of their ages
range between 192 years. These teacher candidate participants are being pullgosefu
recruited because of their placement at an urban school, with a high population of low
income, students of color. The inquiry facilitator will also serve as a subject of study
throughout the intervention. A 29 year old, AfriecAmerican female, enroltein the
Doctor of Education, Educational Leadership Program, at the University of Delaware.
The inquiry facilitator will be purposefully sampled to better explain how inquiry group
members were guided through the inquiry cycle.
Instruments

The inquiry fcilitator will serve as an instrument throughout the inquiry cycle as
a participarobserver. The first process question will be measured through analysis of

transcribed inquiry group sessions and document analysis. Documents that may be
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reviewed includeeacher candidate reflections, inquiry notebooks, and other products that
are completed during the associated coursework.

The second process question will be measured through teacher candidate informal
observations and not eadion®and irtehaetions with the groyp, f a c i
and an exit interview question. Recognizing that the use of a prescribed rubric contradicts
the underlying nature of the inquiry process, creates an additional responsibility for the
teacher candidate, and may restreacher candidate contributions, it may also provide
too much uncertainty. | thought about my goals as a facilitator in the inquiry process and
how | hoped to support students. The following five areas will be focal points for me:
establish relevant lsaground information, promote consideration of racial perspectives,
provide constructive feedback, encourage active reflection and patrticipation, and
individualize support. At the start of the inquiry group project, participants will be asked
to periodicaly note experiences, considering these five areas that will create this data set
(Appendix Bc).

The outcome question will be measured by an adapted survey assessing teacher
candidatesd beliefs about race, -PPDevi ew of
interview. The preand postquestionnaire will ask 15 questions, usinggoit Likert
scale where participants report their agreement with a series of statementsj from 1
strongly agredo 41 strongly disagreeThis instrument was developed by qalimg
items from existing surveys on diversity (Pohan & Aguilar, 2001), social justice (Ludlow,
Enterline, & Cochrasmith, 2008), race (Buchanan, 2015), and eblord racial

attitudes (Neville, Lilly, Duran, Lee, & Browne, 2000). The satnuctured pst
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interview will be conducted based on the evaluator adapted@dic2014) interview
protocol
Data Collection
Data will be gathered from a variety of sources. In order to answer the first
process question, teacher candidates will participate in fRiugh inquiry group
sessions, over the course of 10 weeks, meeting at least 5 times. The first session will be
introductory; the following three sessions will engage students in the inquiry group
process, and the final session will be a conclusiondotts e mest er 6 s acti vit
groups will be held during the regular school day, at the placement site, and this will be
made possible through granted release ti me
Inquiry group sessions will be constrively based; thus, they are meant to be
organic and authentically driven by participants. The inquiry facilitator will attempt to
truly provide students with a collaborative learning experience, while offering an
appropriate level of support, asthisma& bone of the participant s
constructivist pedagogical methods. Inquiry groups will follow a-fitep cycle of
inquiry: ask, investigate, create, discuss, and reflect (Bruce & Bishop, 2002). The
participants will begin by choosing amdividual area of inquiry under the umbrella of
three topics, and narrow this further down to an issue they are interested in exploring,
within their classroom, or the school. Students will be guided to further drill down their
topic to distinguish theacial elements in that situation. They will then follow the cycle of
inquiry, facilitated by the inquiry facilitator, during inquiry group sessions.
Each session will follow an agenda generated by the inquiry group menaters

the start of the first se®n, and for the remaining sessions, agendas will be generated at
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the conclusion of the previous session. Participants will be guided through a full inquiry
cycle throughout the duration of this PPD series. Teacher candidates will also participate
in coulsework, in EDUC400, that may supplement their understandings of critical issues
regarding race and equity in urban classrooms. Inquiry group sessions with teacher
candidates will be recorded and transcribed. Informal exchanges between inquiry group
membersand the inquiry group facilitator, such as personal exchanges, email
correspondence, or written and verbal feedback during the inquiry process, will be
included as data. The inquiry facilitator will also provide customized resources to teacher
candidatesthroughout the semester, to support their individual inquiry projects

(Appendix Bb). Inquiry group members will be encouraged to use an Inquiry Notebook
as they progress through the inquiry cyickis notebook can serve as a place to compile
all of ther individual data collection in a central location, in addition to its potential

utility as a place to track their thoughts, analyses, and discoveries, over time.

Data for the second process question will be gathered by teacher candidates
throughout thénquiry cycle. Teacher candidates will be encouraged to informally
observe and take brief notes on the inquir
the inquiry cycle process, based on five focal areas. This data will be analyzed along with
teader candidate responses during the evaluation interview.

In order to answer the outcome question, teacher candidates will complete an
introductory questionnaire and evaluation questionnaire. The results of this survey will
serve as a data point to beabized along with their exit interview responses, and their

transcribed verbal participation in inquiry group sessions, throughout the duration of the
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study. The sermstructured exit interview asks teacher candidates to discuss their
experiences during tretudy.
Data Analysis

The data gathered in this project will be analyzed as appropriate for the type of
data collected and based on the evaluation questions. Dedoose online analysis program
will be used to support the coding process and StatPlus for quantitative analysis. In
gualitative work, data collection and data analysis, do not typically follow a linear
process; for that reason, | have included the focal areas of the analysis, in addition to
describing analysis methods.
Process 1How do teacher candidates participate in inquiry group sessions where they
are encouraged to consider the role of race in schools?

The focus for process question one is to analyze the level of teacher candidate
participation and any transformation in figipation, over time. Levels will be organized
in four areas, based on Wenmouthdéds (2006)
commentor, contributor, and commentator.
toward online participation, these tenets barapplied to inquiry cycle participation
where participants may demonstrate any, or all of these actions. The criteria for how a
candidate will be categorized will come from their behavior and interaction in the initial
inquiry group session; however giiminary expectations for a consumer would be a
person mostly taking in informatidna commentor might share opinions on another
participantdéds contribution. A contributor
provide feedback and critique, while a aoentator will assume a leadership role and

initiate next steps. The teacher candidat
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ascertain any transformation in participation. This will be achieved through study of
inquiry group meeting transcripts, ingunotebooks, and other teacher candidate
products from their associated coursework. Inquiry group session transcripts will be
inductively coded using a coding scheme generated from the transcribed data to
distinguish behavior themes of teacher candidatggipation.

Process 2How are teacher candidates guided through an inquiry group cycle where
they are encouraged to consider the role of race in schools?

The focus for process question two is to analyze how the inquiry facilitator led
students througthe inquiry cycle process, distinguishing areas of strength and areas of
improvement, in order to make recommendations for future inquiry groups. This data
collection will be the responsibility of the teacher candidates because they hold the sole
expertisaunique to their experience as an inquiry group member. Participants will be
asked to express their perspective on how the inquiry group leader interacted with the
teacher candidates throughout the process, based in five focal areas. Inductive coding of
paticipant provided data will be used to support themes and determine recommendations.
Interpretive analysis will be used to summarize findings, including a member check with
teacher candidatésmost likely conducted via an online platform.

OutcomeDo teacher candidates demonstrate any shift in their thinking about race in
urban education?

The focus for analysis of the outcome question is to distinguish any shift in
thinking, words, or actions demonstrated or reported by teacher candidates, throughout
the inquiry cycle process. Descriptive and inferential statistics will be used for statistical

analysis; tables will be calculated showing means, percent distribution, standard
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deviation, and a on@ay between group analysis of variance (ANOVA). Contritgutmm
the outcome question regarding a candidate
deviations of the participant survey responses will be analyzed. The questionnaire will be
coded on a-$point Likert Scale (4 = strongly agree, 3 = agree, 2 = disadre strongly
disagree). The results of this quantitative survey will be used as a data point to compare
against the qualitative data collected during inquiry group sessions and the evaluation
interview (Appendix Bb). Inquiry group session transcriptsdaevaluation interview
transcripts will be analyzed to explain any shift in participant thinking about race, their
racial identity, and race in urban schools. Data will be coded to describe the experiences
of teacher candidate participants and reporheir involvement in the inquiry group
sessions.
Limitations

The case study of one school and one facilitator implementing this PPD poses a
potential threat of collector bias and a threat to external validity (Hoy & Adams, 2015).
As a primary instrumerdf data collection and analysis, and as a participaeerver, my
bias from participating in inquiry group sessions and knowing the aims of the study may
affects results. Results will not be generalizable because efindom sampling and a
small samplesize (Hoy & Adams, 2015), but the purpose of this study is to be useful in
better understanding this dynamic, in a particular urban school setting, with a particular
group of teacher candidates, making the sampling procedure appropriate.

The pretespodtest design raises a testing threat (Hoy & Adams, 2015);
nevertheless, the purpose of this study is to measure and understand differences in shift or

change in teacher candidate attitudes, which makes the design most appropriate.

188



Additionally, with any se of selreported surveys, instead of observation of actual
behaviors, the researcher must rely on values that the participants ascribe to certain areas;
however methodological triangulating between the survey data points, with inquiry group
observationsand the evaluation interview response strengthens this area.

The short time frame of this study is not in alignment with effective criteria for
professional development (Guskey & Yoon, 2009), or qualitative credibility (Hatch,
2002), though the semesfdacement of teacher candidatedatkson Elementary
Schootreates this boundary. Additionally, teacher candidates may simultaneously take
up to six credits of external coursework, which may limit free time outside of inquiry
group sessions to engageeixtensive data collection in their study area of interest and
deep reflection. The responsibilities of clinical experience are also taxing on a teacher
candidate which impacts the length and amount of inquiry group sessions held, and their
structure. A mee prolonged experience could potentially impact results and findings.

The focus of this study is on racial literacy and equity literacy, but teacher
candidates are expected to begin the study with limited understanding of these ideas.
However, the consaictivist nature of inquiry group sessions pushes participants to drive
their own inquiry. This may present a limitation as teacher candidates will not know what
they do not know (Howard, 2006; Michael, 2014), which may force the inquiry facilitator
to play more of a participant role than observer in the inquiry group process, as the
teacher candidates may need to be guided, in a more structured and focused way.

Teacher candidate participants will also serve as instruments in this study, and
though they ge most likely novice data collectors, their perspective will present a unique

view of the intervention. A limitation exists in that they will be reporting their data on the
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inquiry facilitatords actions, detenithhe i nqu

soften, or omit, observations and feedback if they are apprehensive about sharing.
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Appendix B-a

Schootbased Stakeholder Meeting

Guiding Questions Protocol:

1 When considering the way UD students interact dgtbksorstudents, what are

some things that you notice candidates do well?

1 What areas of instruction in the classroom do you see teacher candidates struggling
with?
1 What are some possible biases or stgps that White teacher candidates might

hold that need to be acknowledged and disrupted in order to help them build successful
relationships with students of color?

1 What are some possible biases or stereotypes that White middle to upper class
teacher cadlidates might hold that need to be acknowledged and disrupted in order to help

them build successful relationships with students from low SES neighborhoods?

Appendix B-b
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1. Before your participation in the inquiry group, what opporesdid you
have throughout your program to discuss and/or think about race?
Probe: Tell me more about course work or the places these conversations occurred.

2. In what ways was your thinking about race influenced as you participated in the
inquiry groups?

3. Looking back on your participation in the inquiry group sessions, what about
that experience resonated most with you?

Probes: "In what ways did it resonate for you? Was it meaningful, valuable or
important in any ways?

4. Is there aything you will continue to explore, in terms of race and equity in
schools?

Probes: How do you plan to explore these things? How is this related to your
practice? Will it impact where you want to teach or the type of
school/setting/community?

5.  Whatare the first feelings that come to mind when you think about discussing
race in schools? Probe: What responsibility do teachers have for discussing issues
of race in school? What responsibility do students have? How can teachers manage
their own, or theistudents' , emotional stress that may come with discussions of
race?

6. Describe anything you learned about your own racial identity through this
inquiry group?

7. At the beginning of this project, we talked about you helping me to understand
my role in this process as an inquiry facilitator, can you share what you remember
about our interactions?

8 . |l s there anything else you woul d
about?

Appendix B-c
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Inquiry Facilitator Observation Form

FOCAL

AREA

Date(s):

Type of Interaction: Inquiry Group Email
Notebook Feedback  Other
(Circle)

Establish
relevant
background
information

Promote
consideration
of racial

perspective

Provide
constructive
feedback

Encourage
active
reflection
and
participation

Individualize
support

Other notes
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Appendix B-d

Table 13

Individualized Resource Listi A Selection

Participant  Question/Inquiry  Resources Supplied
Focus
Astha Howis myidentty Dutr o, E. , Kazemi, E., Bal f,
as lighterskinned t hat 6s personal é6: A Critical
Black teacher Resistance in an Urban Elementary Classroom. Papsemted at
perceived by my  the annual meeting of the American Educational Research
st udent s & Association, San Francisco, California. (ERIC accession numbe
as Black people, ED491665).
and my Latino/a
students? Dutr o, E., Kazemi, E. , Bal f,
and where are you ftheewios3ithidesol c
cultural relevanceJrban Education43, 269300.
Murray, M. M., Mereoiu, M., Cassidy, D., Vardell, R., Niemeyer,
A., & Hestenes, L. (2016). Not Black Like Me: The Cultural
Journey of an Early Childhood Program. Early Childhood
Education Journal, 44, 42836.
Belinda Traumainformed  Dworin, J. E., & Bomer, R. (2008). What We All (Supposedly)
care Know about the Poor: A Critical Discourse Analysis of Ruby
Payne's" FrameworkEnglish Education40, 101:121.
Ladson Bi(2006). ltsgqat the c@ture of poverty, it's the
poverty of culture: The problem with teacher
educationAnthropology & Education Quarter)\37, 104109.
S. (2014, July). SAMHSAOG6s Co
Traumalnformed Approach. Retrieveddm
http://www.traumainformedcareproject.org/resources/SAMHSA(
OTIC.pdf
Charisma Why do my Dutro, E., Kazemi,E.,BalR. (2006, April).
students feelthe t hat 6 s personal 6: A Critical
need to call each  Resistance in an Urban Elementary Classroom. Paper presente
other racist? the annual meeting of the American Educational Research
Association, San Francisco, Californ{gRIC accession number:
ED491665).
Hollingworth, L. (2009). Complicated conversations: Exploring
race and ideology in an elementary classradrban
Education 44(1), 30-58.
Polite, L., & Saenger, E. B. (2003). A pernicious silence:
Confronting race ithe elementary classroohi Delta
Kappan 85(4), 274278.
Giselle What are the racial Adair, J. (2008). White prservice teachers and"-geivileged

dynamics in
establishing direct
classroom teacher
student
communication?

spaces"Teacher Education @arterly, 35(4), 189206.

Baker, J. A. (1999). Teachstudent interaction in urban-ask
classrooms: Differential behavior, relationship quality, and stude
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http://www.traumainformedcareproject.org/resources/SAMHSA%20TIC.pdf

satisfaction with schoollhe elementary school journdl0Q(1), 57
70.

Bohn, A. P. (2003). &miliar voices: Using Ebonics communicatic
techniques in the primary classroddrban Education38(6), 688
707.

Jannette How does race of Baker, J. A. (1999). Teachstudent interaction in urban-ask
the teacher change classrooms: Differential behavior, relationship quality, and stude
the ways in which  satisfaction with schoollhe elementary school journdloQ(1), 57
they relate to their 70.
students and the
relationships they  Hollingworth, L. (2009). Complicated conversats: Exploring
build? race and ideology in an elementary classrddrban
Education 44(1), 30-58.
Vass, G. (2016). Everyday raosaking pedagogies in the
classroompBritish Journal of Sociology of Educatip®7, 371388,
DOI: 10.1080/01425692.2014.928585
Malehna What are the racial Baker, J. A. (1999). Teachstudent interaction in urban-gask
dynamics in classrooms: Differential behavior, relationship quality, and stude
classroom teacher satisfaction with schoollhe elementarschool journal10Q(1), 57
student 70.
communication?
Mul | er , C. (2001). The rol e
rel ati onshi p Bariologiaal inquirny &L(R), 244 u
255.
Murray, C., & Malmgren, K. (2005). Implementing a tea¢her
student relationship prograim a highpoverty urban school:
Effects on social, emotional, and academic adjustment and less
learnedJournal of School Psychologg3(2), 137152.
Marisol Aggression Holmlund, K. (2012)Poverty Is Not a Human Characteristic: A
exhibited by Black Retrospective Study of Comprehending and Educating
and White students Impoverished ChildrerOnline Submissian
in the classroom
Ratcliffe, C. E., & McKernan, S. M. (2012). Child poverty and its
lasting consequence.
Simpson, A. W., & Erickson,M.T. 1 983 ). Teache
nonverbal communication patterns as a function of teacher race
student gender, and student ramerican Educational Research
Journal 20(2), 183198.
Rebecca How do | maintain Bagozzi, R. P. (1992). The se#gulation of attitudes, intentions,

high behavioral
expectations for
my studentgnd
encourage them to
practice sel
regulation?

and behaviorSocial psychology quarterlyt78204.

Myers, S. S., & Pianta, R. C. (2008). Developmental commenta
Individual and contetual influences on studérieacher
relationships and children's early problem behavidwarnal of
Clinical Child & Adolescent Psycholog$7(3), 600608.

198



Reid, R., Trout, A. L., & Schartz, M. (2005). Sedfgulation
interventions for children with attéion deficit/hyperactivity
disorder.Exceptional Children71(4), 361.

Sethu

How does race
affect how students
deal with
frustration and
influence their
motivation?

Diamond, J. B., Randolph, A., & Spillane, J. P. (2004). Teacher
expectations ansense of responsibility for student learning: The
importance of race, class, and organizational habMuthropology
& Education Quarterly35(1), 7598.

Emdin, C. (2016)For White folks who teach in the Hood... and ti
rest of y'all too: Reality pedagy and urban educatioiBeacon
Press.

Marcon, R. A. (1999). Demographic and Educational Influences
Academic Motivation, Competence, and Achievement in Minori
Urban Students.
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Appendix C

WHITE PAPER

Hope Restored
Evidence that Teacher Professional Development Can Work

The term Aprofessional devel opmento i
smirks and jeers than smiles and cheers. The term, and activity, has become
associated with obedient endurance, with teaatwrating the seconds until they
are free to jet out of the building. Some teachers drop the handouts in the trash on
the way out; others file them away in an egeswing binder full of PD documents
i out of sight, out of mind. Others place the Powerpslides on their desk with
full intentions of effectively implementing the strategies that they heard, took notes
on, and sometimes even discussed, but then a question arose about implementation,
and there was no one to answer it. The next week, they sgdhey will simply
Google the answer. AEverything is on the
slowly but surely, the strategy notes are covered with student work, homework, and
papers to be graded. The teacher might find the materials afteoa lat could
have really used some boosting, or worse and more likely, at the end of the school
year during classroom cleanup.
Importance of Professional Development

Schools intend to use professional development (PD) as a tool to improve
teachingand learning, but the goal is seldom realized (Borko, 2004; Correnti, 2007;

200



Guskey, 2003; Wang, Yoon, Zhu, Cronen, & Garet, 2008; Yost & Vogel, 2007). In
professional fields, the responsibility for intellectual growth and continued learning
to effectivelyteach is accepted by professionals and required by many
organizationsLifelong learninghas become a trendy term used to describe an ideal
student mindset toward learning, but schools have also begun promoting the
ideology for employees (Websté/right, 2009). Teachers understand the emphasis
placed on PD; however, the gravity behind the potential benefits or detrimental
impacts of PD may not always be considered. In fact, PD seems to be one
requirement that both central administration staff and teacheck off their tedo
lists, and then go back to businessasusttah e ficheckl i st mental it
Of course, pockets of education revolution exist, but the larger population of
students, teachers, and school district personnel follow the same educational
practices that were the custom duri-ng the
Hammond, 2006). School districts and teachers need to be prepared to educate
students to achieve the2dentury goals and standards (Vecellio, 2013). The best
way to prepareéeachers to move toward proper implementation is to train them
well, both initially and during the course of their career. Enter PD. The
predominant attitude toward PD is that it is ineffective, and teachers need to engage
in high quality professional gelopment to ensure that their practice meets the
needs of students and the global society.
Luckily, there is growing information about what makes PD work for
teachers. Characteristics of effective PD have been gathered from empirical studies
((Cormas & Barufaldi, 2011; Garet, Porter, Desimone, Birman, & Yoon, (2001);

Guskey, 2003; Guskey & Yoon, 2009; Penuel, Fishman, Yamaguchi, & Gallagher,
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2007) to build a framework for what needs to be considered in desigriing 21
century PD, for 2% century teacher learning. A continuum of PD implementation
will be discussed to illustrate how PD can be adapted to influence practice. Finally,
studies utilizing higkguality PD will be highlighted as empirical evidence that PD
can work.

What is PD?

PD is continued and professional learning for educators. At its best, it is
Acontinuing, active, sociVrght 2008 708)el at ed
WebstesWright recognizes that even with the growing body of literature that
suggests PD toebevolving, there is still evidence that much PPrigshot
episodic in nature, and grossly separated
703). Guskey and Yoon (2009) point out that while there are indeed workshops that
are poorly pl aanotahe inefféctive practeentioep ase olien made
out to beodo (p. 496). The opgaroingt uni ty for
experiences, reflective discussion, and resebaded practices are what set
effective workshops apart from ineffective workgls (Cormas & Barufaldi, 2011;

Garet, Porter, Desimone, Birman, & Yoon, (2001); Guskey, 2003; Guskey & Yoon,
2009; Penuel et al., 2007). In the data collection of my Education Leadership
Portfolio, teacher candidates will engage in sustained PD, throuthteautlinical
practice experience, that incorporates the elements discussed above.

External forces have an impact on school organizational climates. Webster
Wright (2009) asserts that employers hold a certain level of power to regulate what
i s Avraelwaerdded, and considered justifiable

reality is that PD content is often determined by central offices. However, the
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Auncertain and unpredictableo (p. 718)

r

complicates the matte. Di fferent groups of students

with diverse upbringings, contrasting background knowledge, various learning
strengths and weaknesses, ranging intellectual capacity, and varying interest in
content matter. Additionally, the roté teachers has changed over the years from
teachers as instructors, to facilitators of learning; this imposes pressure on teachers
to make a shift in professional identity and practice. Possibly, many teachers may
not even recognize the nuances in the diferent roles as a classroom leader.

School district central offices and state Departments of Education assume
that PD leads to increased teacher knowledge, and thus, improved instruction. Each
year, the government, school districts, and scheymad billions of dollars in the
name of PD (Corman & Noel, 2008; Corman, Young, & Herell, 2012), but little

change actually takes place in teacher instruction (Klein & Riordan, 2009). There

e

needs to be a clear shift ve P®afnbmgdpas

(WebsterWright, 2009, p. 713) where teachers are not simply taking in knowledge
during PD sessions, but sharing ideas, making meaning of new information, and
adapting what is learned during PD to their own contextsBEreice teachers have
undoubtedly | earned about the aversion
d o t e a-sdrvice RDGEXperiences perpetuate the same ineffective features?
What do we know about Professional Adult Learning?

PD research reveals that professionalmléarough practical experience,

reflection, and consideration of context (Webstéight, 2009; Borko 2009).

(0]

Experienti al |l earning is a cyclic process

observation and reflection, formulation of concepts, and applnd testing these
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in practi-weidogliweb20@®, p. 721; Burke, 201
theory of experiential learning was developed from foundational work by John

Dewey and Kurt Lewin and includes similar components. Figure 1 provides a

visual representation of necessary components to adult professional learning.

Repeated critical reflection on a learning experience, making meaning of that

information gained, and action are highlighted as integral features to learning that

can transform prdice, which PD is often expected to foster. These components are

what take the experience of professional learning to the level of potential impact on

practice.
Context
Concrete
Experience
Active Reflective
Experimentation Observation
Abstract
Conceptualization &%
Figure 1. Cyclic pr xperiential learning within context for professional learning
that impacts teacher pra
Additionally, context 1is fiperhaps the

reflectionandleani ngo (Boud & Wal ker, 1998, p. 19
physical location and organizational structures of a school; it is also the social

norms and beliefs, implied power hierarchies, legitimized knowledge, and most

i mportantl y, classtoom direateand tcudtiaec Acton, éeflection,

and context are necessary components in addressing how professionals learn in

order to transform practice. PD is the current avenue of change in the teaching

profession; so, higlquality PD needs to cort@r how professionals learn best,

rather than continuing to operate in busir@sasual PD programming.
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Differentiation is another factor to consider in how adults learn. Teachers
enter PD sessions with different levels of knowledge mastery around atap
that needs to be integrated in the design of PD. Just assazerfiés all curriculum
IS no longer progressive for students,-siee PD is not sufficient for teachers.
Some researchers (Cosmah & Saine, 2013; Klein & Riordan, 2009) suggest
leveling PD sessions to successfully meet the needs of all teachers, while others
encourage individualized or small group cohorts (Yost & Vogel, 2007).
Characteristics of Effective, High-Quality PD

Studies have generated features that need to be present rng?&np
designs to better ensure effectiveness, w
the criteria of improved student achievement outcomes: active learning strategies,
duration, jobembedded learning, coherence, and collective participation. (Cormas
& Barufaldi, 2011; Garet, Porter, Desimone, Birman, & Yoon, (2001); Guskey,
2003; Guskey & Yoon, 2009; Penuel et al., 2007). Figure 2 presents a visual model
of the PD features found to contribute to effectiveness. Although growth is present,
there is gtl a need for empirical studies of effective PD features and how they
affect student achievement (Guskey & Yoon, 2009; Yoon et al., 2007). The list that
follows draw on highlighted effective PD features that are common elements
among empirical work (Cornsa& Barufaldi, 2011; Desimone et al., 2002; Guskey,
2003; Guskey & Yoon, 2009; Penuel et.al, 2007; Yoon, Duncan, Lee, Scarloss, &

Shapley, 2007; Sun, Penuel, Frank, Gallagher, & Youngs, 2013).
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. COLLECTIVE ‘
PARTICIPATION

LEARNING
STRATEGIES

HIGH-QUALITY
PROFESSIONAL
DEVELOPMENT DURATION

COHERENCE

JOB-EMBEDDED
LEARNING

Figure 2. PD Features of effective, high quality professional development.

Active Learning StrategigsSimilar to the reform movemetiat
encourages students to learn in atmospheres that are intellectually stimulating,
relevant, and have real world application, teacher PD must take on the same quality
(Sun et al., 2013; WebstgYright, 2009). The active learning approach in PD is
closdy aligned to a constructivist ideology (Edelson, Roy, & Pea, 1999; Garrison,
Clevelandinnes, & Shing Fung, 2010; Summerlee & Murray, 2010;) which allows
students the opportunity to engage in a process of learning that is stadesred,
rather than th&ransmission approach where the teacher deposits knowledge into
students. Handsn PD experiences that include the components of planning,
demonstration, observation, and reflection are beneficial. The change from the
lecture type of PD, to which teackeand providers have grown accustomed, may
be difficult, but nsageonthegtage sfiobrlnea.t Pceornhtarpistk

to teachersd6 dread of attending such educ
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activities that directly impact their instrumbal practices and content will always
be valuable.

Durationi Effective PD is not a onrshot deal (Cormas & Barufadli, 2011;
Sun et al, 2013). The development of a <c¢h
and neither wil |l cchmaategadize in a-Roar sesstop,orth er 6 s pr
even one school day. PD that impacts change is ongoing. In order for its content to
be significant, followup must be organized well and carefully designed, with
purposeful direction (Guskey, 2003). Although thistgeent is not a new way of
thinking, teachers must make it a priority to hold central offices and administrators
accountable for ensuring that PD is developed with duration in mind. Time to
experience higlguality PD is a necessity, as well as the follgpvthat promotes
multiple cycles of presentation, observation, reflection, and thenpiementation,
etc. Teachers who participate in PD that follows a cyclic, reflective model may be
more likely to integrate newly gained knowledge into practice (Pehal 007).
Most teachers have taught théthsidiem udent s
too, holds true for practitioners who wish to improve their craft (Klein & Riordan,
20009).

Job-Embedded LearningThe strand of PD focused on content ketaone
step farther in some literature (Sun et.al, 2013; Penuel et al., 2007) promoting the
use odmhbigddbed | earningdo, concentrated on
classrooms/buildings, and related to the content they are currently teaching.
Frequetly, administrators or central office personnel choose a topic for PD, and
someti mes the focus of a session isnot re

currently struggling with. This type of jebmbedded learning should be aligned
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wi t h t e a c lbeoncsris, aadittalboen@etlsito be related to the curriculum,
which could potentially build coherence (Sun et al, 2013)efobedded learning
also promotes the use of-site PD, which is more than PD taking place in a
teacher 6s schooels boubisledrivnagt;i oint arnedguainal y si s
instructional practices, the opportunities to discuss them with peers or an outside
expert, and the motivation to continue practicing (Burke, 2013; Yost & Vogel,
2007).

Coherencé Coherence in PD is a major tac (Cormas & Barufaldi, 2011;
Penuel et.al, 2007; Sun et a., 2013). The PD that teachers experience is essential to
their ability to successfully change instruction, which may affect their instructional
outcomes (Burke, 2013; Correnti, 2007; Sun et 8132 Klein & Rordan, 2009).
PD has to be thoughtfully designed for maximum beiiedligned to school
di strict, school buil ding, and evian teach
complex, yet necessary task. Perceived incoherence, for somertganhy be the
unfortunate custom, where talpwn PD decisions are made in isolatioronithe
groundteacher needs, and sometimes even district goals. PD chosen with the
Achecklist mentalityo is occasionally <car
state Department of Education mandates. True coherence is when PD is aligned
with all the triggers for teachefscurriculum materials, systems of evaluation,
district goals, and school organizational structures.

Collective Participatiori Collective parttipation has a host of sub
features, and teacher collaboration has been cited as a component to the success and
effectiveness of a PD program (Burke, 2013; Cormas & Barufaldi, 2011,

Desimone, 2002; Penuel et al., 2007; Stanley, 2011). This collaboragdaken
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on the form of Professional Learning Communities (PLCs), peer mentoring with
teacher leaders, group coaching, and teacher involvement in PD decahory
processes.

Collective participation is an area that could potentially best support
teaches moving from simply attending PD, to actually implementing, er co
facilitating sessions, to change teacher practice. Teachers can help each other work
through problems and even provide constructive anetm@atening feedback
(Borko, 2004; Yost&VogeR 007) . PLCOGs provide an oppor
reflect on student work and teacher pract
make sense of their educational context (Borko, 2004; Stanley, 2011).
Opportunities to work together can build postiollegial interactions and more
efficiently reinforce schoelide learning initiatives (Sun et al., 2013). Stanley
(2011), however, points out that in spite of potential benefits, PLCs could easily
Areinforce the status gtedamd ddsigned. FLE9thai f no't
are structured, with clear objectives, goals, and processes to reach and evaluate
progress, counter the status quo (Stanley, 2011). Collective participation should not
consist solely of a traithe-trainer method. Everyone exgied to implement an
initiative should be engaged in higjuality PD around that topic, strategy, or skill.
Teacher leaders can be helpful in a school attempting collective teacher PD
participation (Sun et al, 2013); however, the assistance of an outpiel® ean also

be fruitful (Guskey & Yoon, 2009; Penuel et al., 2007).

209



Outside Expertise

The insight of an outside expert, coup
school building could positively impact the instructional climate. Teachers
exploring conmon problems and sharing experiential wisdom is valuable, but
should generally be just a starting point (Bausmith & Barry, 2011). A problem in
PD is that much of the information shared, and even taught is anecdotal in nature.
Guskey and Yoon (2009) cite@view by Thomas Corcoran et al. (2001) who
found that school based staff simply fApai
and made decisions based on what they felt was good, rather than employing actual
empirically researched evidence. Thoughttrnactive, this is a stark truth in
educatiori people frequently operate off of emotions rather than concrete
evidence. The involvement of outside experts, in partnership with teacher leaders,
possibly in the form of group coaching, might be a more #fkepractice to ensure
frequent integration of researblased evidence and pedagogical content knowledge
into PLCs, than simply building leaders from within (Bausmith & Barry, 2011;
Burke, 2009).
Inquiry Groups as PD

Guided experience in using the ingumethod can help teacher candidates
to distinguish issues, explore various methods of examination and investigation,
paired with collaborative construction of meaning (Garrison, Clevdiames, &
Shing Fung, 2010) in inquiry group meetings and critiefiection (Howard,
2003). Critical race inquiryGochranSmith, 2009; Michael, 2014)an serve as the

vehicle to engage pigervice teachers in conversations about how to address
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implicit assumptions and biases, promote positive racial identity, and create
classroom spaces that respect and value differences.

This PPD was designed specifically considering the characteristics of
effective PD. Inquiry was considered thetive learning strateggiuring this PPD;
teacher candidates decided on an inquiry fooalsveere expected to discuss their
observations, data collection, reflections, and/or findings during inquiry group
meetings. This PPD was implemented over the course of one semester, during the
required clinical experience of the teacher education progtms durationwas
appropriate for teacher candidate placements, as they change each semester. The
inquiry focus was considered tjab-embedded learnings each candidate was
encouraged to engage in inquiry, with their classroom being the inquiily site
exploring racial dynamics of the environment they experienced each day could help
the teacher candidates view and understand their placement in new ways. Though
race inquiry groups (Michael, 2014) were the beginning ofbased
conversations for manyf the teacher candidatessherencevas addressed
throughout the semester, with each new phase of inquiry building on the former.
Finally, the function of the inquiry groups set the stageddiective participation
each meeting allowed each teacher datteds the opportunity to share their work,
engage in productive conversations about race, and work collaboratively to
construct meaning about race in the urban school environment. The inquiry
facilitator served as the external expert partner.

Developmentof the Pre-Professional Development
A schootbased stakeholder meeting was organized prior to the start of the

semester and all cooperating teachers were invited, along with school
211



administration, and other interested faculty and staff. The purposis ofi¢leting
was for school personnel to contribute to the development of the PPD, by
di scussing their perspective on teacher ¢
in a school that predominantly serves students of color. The findings from this
meetingwere used to uncover thematic areas that were meaningful to the placement
site. Teacher candidates were encouraged to distinguish an area of investigation
under three central themes: classroom management throwggtalation tactics
and traumanformed @re, building a learning community and getting to know
students authentically, and positive identity developriémdividual reflection on
implicit bias, assumptions, and fears about urban areas.
The three goals of the PPD were for teacher candidates to:
1. Explore a commitment to equity to increase equity literacy
2. Build teacher candidatesd raci al i ter a
biases
3. Engage in inquiry and reflection to support the building of racial literacy and
equity literacy practices
Espeially important for candidates working in an urban school, exploring a
commitment to equity also involved understanding the impact of racial dynamics in
the effort of creating equitable learning environments and the knowledge and skills
necess argyizetresporidtoeancoredress [inequitable schooling]
conditions. o (Gorski & Swal wel |, 2015) .
classrooms are often based in racial and seceamomic stereotypes, and this can
lead to an unconscious bias toward stuslent whi ch coul d Aattack |

potenti al and motivationodo (Michael, 2014)

ability to recognize oneod6s own racial i de
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and how racial dynamics affect the scheetting (Michael, 2014; Stevenson, 2014;
Twine, 2004).

Inquiry group sessions provide the systematic opportunity to engage teacher
candidates in meaningful learning experiences (Michael, 2014) that strategically
prepare them for urban teaching. Colleditve construction of meaning through
inquiry, draws on constructividgtased instructional approaches (Garrison et al,
2010), which supports principles of effective professional development (Guskey &
Yoon, 2009), and provides teacher candidates the appiyrto impact positive
social change (Cochre®mith & Lytle, 2009).

Evidence that PD does work

PD efforts are | auded as fAworkingbo
outcome (Wayne et al., 2008); however, | argue that evidence of effective PD is
more appropriately measured in a change in teacher practice. Even if the change is
perceived as ineffective, the effort is just the beginning. The relationship between
PD and improving student learning is certainly intricate (Yoon et al., 2007), but this
limited area of research is gaining more attention. While the development of
research examining the specific impact of PD on student achievement is still
necessary in education (Sun et al., 2013), recent studies have found that PD does
have the ability to cinge teacher practice, which may affect increased student
achievement.

Yost and Vogel (2007) conducted a study in an urban middle school to
measure the effect of PD on student achievement through district mandated core
curriculum. The PD utilized highuality features such as duration, active learning

strategies, coherence, j@inbedded learning, and some forms of collective
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participation. The measure of student achievement was assessed through
benchmark scores, and t he scoreincdegiséssn r esul t s
students of participating teachers, as compared tegpaditipating teachers. The
implications of this study are that teachers need time to actively reflect on their
teaching practice and how it impacts student learning. Regulathreatening
feedback on teacher performance as a consistent component of PD can help to
ground teachers in reseatishsed best practices. Finally, intensive PD that includes
high-quality features offered in personalized sessions, or small cohorts, careprovid
teachers the ongoing, nebdsed PD they require (Yost & Vogel, 2007).

In a longitudinal study of teachers participating in the National Writing
Project, researchers (Sun et al., 2013) found that high quality PD positively
impacted the a change in timstructional practice among colleagues. Teachers who
participated in highguality PD were more likely to support their peers in
instructional improvement, than teachers in a-R@rparticipating control group.
The PD used in this study included the effexteatures of duration, content area
focus, and active learning strategies. Subsequent teacher collaboration and collegial
interaction around instructional strategies were then measured and examined
throughselr eport ed sur veys . sshdgestthaehgtpality c her so f
PD, designed to build teacher leaders, may spread sald®linstructional reform
initiatives, as teachers may be more likely to engage in professional communities of
instructional support, after experiencing intensive PD. $tidy also highlighted
positive changes in teachersdé use of stra
experienced the highuality PD, and the teachers who were helped by these more

learnedteachers (Sun et al. 2013).
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A 2007 study examining theffects of intense PD on literacy instruction
utilized the effective features of a focus on content area and active learning
strategies (Correnti, 2007). Data was collected over four years through language
arts instruction logs and annual teacher questives. The author found that PD
had a greater impact on teacher practice than other classroom characteristics. As a
result of intense PD, the teacher participants were more likely to frequently and
explicitly teach strategies that had been covered in Eigisessions, reporting a
10% or more increase in writing instruction, comprehension instruction, and
frequency in student writing. The implications of this study provide hope that high
quality PD can improve teacher practice.

Closing Comments

| am hopetil that the information presented above begins to build, or
restore, teacherso6 faith in PD. This art:i
guality PD and empirical evidence support
teacher practice. Upon experogémg the race inquiry group sessions, designed in
consideration of the elements discussed above, it is my goal that teacher candidates
will engage in powerful critical reflection on their thoughts, actions, and beliefs
about teaching and the role of racel &quity in urban schools.

This ELP is a step in enacting a change in PD culture that allows teachers to
be an integral and valued part of the PD process. Guided experience in using the
inquiry method can help teacher candidates to distinguish issy#sre various
methods of examination and investigation, paired with collaborative construction of
meaning (Garrison, Clevelatidnes, & Shing Fung, 2010) in inquiry group

meetings and critical reflection. There is evidence that PD can work; it is Hogied t
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the discussion in this article will empower teachers with resdzastd ideologies,
tools, and substantiation to approach PD more optimistically, and to build a brighter

educational future for their students, and for their own professional learning as

instructors.
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1: Professional Learning Goals

Appendix D

PROFESSIONAL DEVELOPMENT PLAN

School Professional Development Plan (PDP)

equity to increase equity Teacher

literacy

Candidates

No. Goal Jeleniize Rationale/Sources of Evidence
Group
1 | Explore a commitmentt( Volunteer | The University of Del awarebo

Professional Education Programs asserts that teacher candi
willembody thet r ai t of a fcolmmit me
Especially important for candidates working in an urban schc
exploring a commitment to equity also involves understandin
the impact of racial dynamics in the effort of creating equitab
learning environments arlble knowledge and skills necessary
nrecogni ze, respond to, and
conditions. 0




vee

Buil d stude
literacy by focusing on
racial identity and biases

Volunteer
Teacher
Candidates

Deficit viewsof urban students and classrooms are often bas
racial and soci@economic stereotypes
Unconscious bias toward stu
potential a&nd motivation. o
A racially Iliterate practig
own racial identity, the racial identity of their students, and hc
racial dynamics affect the school settifty

Engage in inquiry and
reflection to support the
building of

racial literacy and equity|
literacy practices

Volunteer
Teacher
Candidates

TheUni versity of Del awareos
Professional Education Programs expects candidates to eng
Al nquiry, reflection, | earn
practice. o

The focus on the improvement of racial and equity literate
practices casupport the positive impact of teacher candidéte
in their clinical practice environment.

Inquiry group sessions provide the systematic opportunity to
engage teacher candidates in meaningful learning expereng
that strategically prepare them for arbteaching.
Collaborative construction of meaning through inquiry, drawsg
constructivistbased instructional approacheshich supports
principles of effective professional developnigand provides
teacher candidates the opportunity to impact pesgocial
changé®

The inquiry process will follow he cycl e of i
Ask, Investigate, Create, Discuss and Reflect.




T4

: Professional Learning Activities

Sess Initial Activities Follow-up Activities
ions (as appropriate)
1 INTRODUCTION: OBSERVE:
Teacher candidates will participate in Clinical Using the three themes aguide, the teacher candidat
Practice orientation where they will be introduced will be asked to observe interactions in their clinical
specific areas that have been identifiedlagkson | placement to better determine an area of focus/intere
personnel and supported through secondary sou| for the inquiry process.
f Classroom Management through-De The introduction to the thematic areas at orientation W
Escalation Tactics antraumalnformed serve as a jumping off pati, and the hope is that they
Care will use their background knowledge to make real wo
f Building a Learning Community and Gettir] connections and see what appeals to them. They will
to Know Students Authentically provided a simple 3 column graphic organizer to aid i
1 Positive Identity Developmentindividual recording their thoughts and will bring brief notes with
Reflection on Implicit Bias, Assumptions, | themto the first formal inquiry group session to use in
and Fears about Urb#reas narrowing down their focus for inquirppendix EL).
Teacher candidates will be provided with an Inqu
Notebook for use throughout the study.
An Inquiry Notebook is meant to help teacher
candidates track observations, data collected,
reflections, conclusions, etc.
2 ASK: INVESTIGATE:

This inquiry session will focus on introducing
teacher candidates to the idea of inquiry, the prog
for the project, and narrowing dovam area of

interest within the three thematic areas:

After teacher candidates have chosen a quedtiey
will begin to collect data in their placement. Students
have the options of:

9 Collecting observation field notes




9¢¢

1 Classroom Management through-De
Escalation Tactics and Traurr@ormed
Care
1 Building a Learning Community and Gettir
to Know Students Authentically
1 Positive Identity Developmentindividual
Reflectionon Implicit Bias, Assumptions,
and Fears about Urban Areas
Teacher candidates will be encouraged to discus
their classroom observations of any examples
connected with the three areas of focus for the
project.
Based on what peaked their interest, they will be
to formulate a question to explore throughout the
intervention duration, with a focus on trying to
understand the role that race plays in the situatio
they have chosen, for the purpose of recognizieg
racial dynamic to impact equity.
Teacher candidates will have the opportunity to
discuss options with their peers and the facilitato
This session will conclude with a chosen area of
focus.

Journaling

Reviewing school data

Interviews

Reading blogs, research articles, social media
Or other methods of data collection thag¢
unique to their focal area

The inquiry facilitator will be available to guide teache
candidates through the investigation process, providir
requested feedback, secondary research sources, an
overall support.

Teacher candidates will be encourageeéngage with
their peers and the inquiry facilitator via an online
discussion medium.

= =4 =4 48 -9

CREATE/DISCUSS:

The second inquiry session will focus on teacher
candidates coming together to begin to synthesiz
the information they have gathered between
sessions.

Teacher candidates will be allowed the opportuni

to discuss the beginnings of what their data coulg

DISCUSS/REFLECT:

Teacher candidates will be encouraged to engage wit
their peers via an online discussion medium.
Teacher candidates will also be guided to begin to dr:
conclusionof their data, through reflections.

The inquiry facilitator will be available to guide teache
candidates through the reflection process, providing




L2¢

mean, how it impacts them, and what they are
beginning to learn.

The inquiry facilitator will have methods prepared
for discussion, but these will only serve as backu
Teacher candidates will be invited and encouragg
to lead the conversation, allowitighe for everyone
to share and provide/obtain feedback from the

group.

requested/targeted feedback, secondary research so
and any unique support.

DISCUSS/REFLECT:
Teacher candidates will convene to discuss new (
reinforced understandings of how thinking about
their data has changed, how it continues to impa
them, and their new learning.

The inquiry facilitator will have methods prepared
for discussion, but these Wonly serve as backups
Teacher candidates will be invited and encouragg
to lead the conversation, allowing time for each
member to share and provide/obtain feedback frg

the group.

DISCUSS/REFLECT:
Teacher candidates will be encouraged to engage wit
their peers via an online discussion medium.
Teacher candidates will also be guided to begin to drg
conclusions of their data, through reflections.

The inquiry facilitator will be available to reviedata
and conclusions with teacher candidates, providing
requested/targeted feedback, and any personalized
support.
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CONTINUATION:

Teacher candidates will be presented the opporty
to share their findings and conclusions with inqui
team members.

They will also be allowed the time to decide
whether this cycle of inquiry has run its course, 0
there are further areas for consideration.
Teacher candidates will complete the post
intervention questionnaire and provide feedback
inquiry facilitatar.

CONTINUATION:

Though the treatment will have concluded at this poin
teacher candidates will still be supported through the
inquiry cycle, if they so choose.

The goal is for teacher candidates to use this experie
as a strategy that can be contihuased throughout thei
time in the teaching profession.

3: Essential Resources

0 presurvey
91 Access to specialized Equifgcused course

PL
Goal Resources Other Implementation Considerations
No.
1 | Time during Teacher Candidate Orientation fon § Informed Consent Forms
(15-20 minutey 7 Participant Contact Information
0 recruitment 1 Observation Graphic Organizer
0 introduction 1 Presurvey
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One introduction and one conclusion session
At least three 60 minute inquiry sessions, from
February to April, during the school day,
dedicated to engaging in the inquiry process.
Each inquiry session will focus on a different
stage of the inquiry cycle, so the inquiry
facilitator will begin with poviding information
to the inquiry team members to drive the
conversation and then turn the floor over for th
discussion.

Dedicated online platform for communication

= =4

Feedback forms to inform training and ongoing
refinement (e.g., surveys, recordings of inquiry
sessions, teacher candidate observation forms of
inquiry facilitator).

Create embedded Canvas discussion page

See Inquiry Group schedule options in Evaluation
Plan.

Availability of inquiry facilitator to support teacher
candidates.

Possible strategies and gokanned materials for
struggling teacher candidates.
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Dedicated time for inquiry team members to
reflect on data collected (readings, videos, and
share dter evidence of inquiry) and new, or
reinforced, understanding.
Ensure teachers
webinars, and online communities.

candi

Implement critical reflection prompts in
corresponding coursework to supplement inquiry
group sessions.

Inquiry facilitator should follow up with teacher

candidates, individually, to identify areas where

strategic support is required.

Make plan for tracking teacher candidate progres

assess impact of inquiry group sessions on

candidatesd | earning.

o Implement Ol nquiry No
candidatebs track
reflections, conclusions, etc.

A Inquiry Background Info,

A Graphic Organizers,

A Notes on Question Formation, Reflection,
Data Collection, Data Analyses, Drawing
Conclusons
Blank Lined Paper (for notes)

Blank Unlined Paper (for illustrations)

t e
ob¢g

> >

Inquiry Facilitator: Chanelle Wilson -Poe

Endno
1.
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Inquiry Planning Sheet

Hunch/problem/trigger (What is a ‘valued outcome’ in my
classroom/own thinking that | want to work on?)

Evidence (How do | know? Data may be quantitative or qualitative)

What do | already know that could be useful?

What new knowledge and/or capability do | need?

Where can | go or who can | ask to help?

What are some possible strategies | could use?

How will | know it’s made a difference? How will | measure any change?

Questions | still have:

Developed by Jennifer Glenn at Thames High School — Adapted January, 2017




Appendix E

INQUIRY NOTEBOOK

Inquiry Notebook Introduction

The Inquiry Notebook, for this ELP, was developed as a resource for teacher
candidate participants, as this would be their first experience participating in an
inquiry group process. The Inquiry Facilitator curated essential resources and
materials that would be generally helpful to participants. The notebook featured
information regarding the Inquiry Cycle, Teacher Action Research, Equity Literacy,
Racial Literacy, Data Collection, Data Analysis, and Data Findings. These areas
were chosen lwause they would provide valuable foundational knowledge to
teacher candidates on the inquiry process, as well as base information on equity
literacy and racial literacy major conceptual frameworks for the study. When |
searched for resources to inclutlehose materials based on their accessibility to a
student teacher audience. With that in mind, | chose blog posts, written by credible
authors, or articles from journals geared toward teachers. This Inquiry Notebook was
crafted with future teachers inimal, so a plethora of examples were also included to
support their journey into, and through, inquiry.

Inquiry group members were encouraged to use their Inquiry Notebook as
they progressed through the inquiry cycle, but it was not a mandatory research
process resource. During the first inquiry group session, we took approximately 15
minutes, before the meeting, for me to walk the participants through the resource,
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providing detailed explanations of the notebook, information included, and

answering any pé#cipant questions. The Inquiry Facilitator used this resource as a

starting place for inquiry, and participants were referred back to specific materials,
throughout the inquiry intervention term, when necessary. This notebook also served
asaplacetocomi | e all of a teacher candidatesodo i
central location, in addition to its potential utility as a place to track their thoughts,

analyses, and discoveries, over time.
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INQUIRY
CYCLE



From the blog: Chip’s journey: Thoughts about community, fearning, and life
http://chipbruce wordpress.com/resources/finguiry-based-learning/the-inquiry-cycle/

The Inquiry Cycie

Drawing from Dewey’s four impulses of the learner in The School and Sociely; the stages of
reflective action from How We Think, and the fundamental idea that learning begins with the
curiosity of the learner, we can envision a spiral path of inquiry: asking questions, investigating
solutions, creating, discussing our discoveries and experiences, and reflecting on our new-found
knowledge, and asking new questions (Bruce & Bishop, 2002). Each step in this process
naturally leads to the next: inspiring new questions, investigations, and opportunities for
authentic “teachable moments.” Each question leads to an exploration, which in turn leads to
more questions to investigate (Bruce & Davidson, 1996).

We need to interpret the cycle as suggestive, neither the sole, nor the complete, characterization
of inquiry-based learning. Inquiry rarely proceeds in a simple, linear fashion. The five
dimensions in the process—ask, investigate, create, discuss, reflect—overlap, and not every
category or step is present in any given inquiry. Each step can be embedded in any of the others,
and so on. In fact, the very nature of inquiry is that these steps are mutually reinforcing and
interrelated. Thus, reflection on solving a problem may lead to reformulating the problem or
posing a new question. Similarly, action in the world is closely tied to dialogue with others.

Despite these complexities, the steps and cycle outlined can be helpful in highlighting aspects of
an otherwise opaque process.. It presents some of the aspects of inquiry that need supportin a
successful learning environment. It serves as a boundary object (Star & Griesmer, 1989),
allowing us to relate theory with ordinary practices or to look across modes and contexts of
learning. Together, they comprise a cycle that can be used to inform and guide educational
experiences for learners,
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Ask

Ask reminds us that inquiry develops from a question or problem arising out of experience.
Meaningful questions are inspired by genuine curiosity about real-world experiences and
challenges. The indeterminate situation Dewey refers to is part of that experience, including an
individual’s participation in a community. It is not something that can be delivered from
“outside” this participation. This is why there is “an enormous pedagogical difference between
answering someone else’s question and formulating vour own” (Olds, Schwartz, & Willie, 1980,
p. 40).

Viewed in process terms, one can say that a question or a problem comes into focus, and the
learner begins to define or describe what it is, for example:

e “What makes a poem poetry?”
e  “Where do chickens come from and how does an egg “work’?”
e “Why does the moon change shape?”

But it is important to caution that inguiry does not always start with a well-articulated question.
In fact, questions themselves arise from reflection and action in the weorld, including dialogue
with others. Elspeth Huxley states this well:

The best way 1o find things out .. is not to ask questions at all. If you fire off a question, it is like
firing of a gun — bang it goes, and everything takes flight and runs for shelter. But if you sit quite
still and pretend not to be looking, all the little facts will come and peck round your feet,
situations will venture forth from thickets, and intentions will creep out and sun themselves on a
stone; and if you are very patient you will see and understand a great deal more than a man with
a gun does.

Investigate

Investigate relates to the varieties of experience possible and the many ways in which we
become part of an indeterminate situation. It suggests that opportunities for learning require
diverse, authentic, and challenging materials and problems. Because experience includes
interactions with others, there is also a moral dimension to inquiry. Similarly, physical,
emotional, aesthetic, and practical dimensions are inherent in inquiry, and are not merely
enhancements or add-ons.

Through investigation, we turn curiosity into action. Learners gather information, study, craft an
experiment, observe, or interview. The learner may recast the question, refine a line of query, or
plunge down a new path that the original question did not, or could not, anticipate. The
information-gathering stage becomes a self-motivated process that is owned by the engaged
learner.

Examples: Gwladys Spencer’s (amazing actual list of AV material, which includes fossils, maps,
microscopes, TV, drama, field trips) shows us that a richer conception of technology is possible,
one in which technology is embodied, social, personal, material, and multiple; using web-based
searching & remote MRI, hands-on learning in Chickscope; Paris sireet signs

Create

Create picks up the “controlled or directed transformation” part of Dewey’s definition. This term
insists that inquiry means active, engaged hands-on learning. Inquiry thus implies active creation
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of meaning, which includes new forms of collaborating and new roles for collaborators. As
information begins to coalesce, the learner makes connections. The ability at this stage to
synthesize meaning is the creative spark that forms new knowledge. The learner now undertakes
the creative task of shaping significant new thoughts, ideas, and theories extending his/her prior
experience,

Discuss

Discuss highlights an implicit part of Dewey’s definition, which is developed in great detail in
his other writing, especially the later work, Although inquiry has a personal aspect it is also part
of our participation in social arrangements and community. The discuss aspect in the inquiry
cycle involves listening to others and articulating our own understandings. Through discussion
(or dialogue), construction of knowledge becomes a social enterprise. Learners share their ideas
and ask others about their own experiences. Shared knowledge is 2 community-building process,
and the meaning of their investigation begins to take on greater relevance in the context of the
learner’s society, Learners compare notes, share experiences, and discuss conclusions, through
multiple media, including now online social networks.

Community inquiry is inquiry of, by, for communities. How can we go from individual to
community inquiry? Dewey argues that inquiry is situated in circumstances defined by a unique
history of prior experiences and present social and physical conditions. As Gale points out, this
implies an ineffability of experience; there are fundamental limits to how much the defining,
problematic situation can even be understood, much less entered into by another. How then is
community inquiry possible? We need to be open to the fusing of horizons (Gadamer, 1975, p.
273):

The projecting of the historical horizon, then, is only a phase in the process of understanding,
and does not become solidified into the self-alienation of a past consciousness, but is overtaken
by our own present horizon of understanding. In the process of understanding there takes place a
real fusing of horizons, which means that as the historical horizon is projected, it is
simultaneously removed.

Addams (1912) defines affectionate interpretation as recognizing (1) I could be wrong (funds of
ignorance), and (2) there is a noble impulse in others. Noddings on ethics of caring. The need to
work through, to act as if. How experience can lead to a faith in humans. The circle of
knowledge. Civic housekeeping. Human & spontaneous inquiry; John Donne: “every man is a
part of mankind”

Reflect

Reflect tells us that only the inquirer can recognize the indeterminate situation and further, say
whether it has been transformed into a unified whole. Reflection (later articulated in the work of
Schén, 1983, and others) means expressing experience, and thereby being able to move from.
new concepts into action. Reflection may also mean recognizing further indeterminacies, leading
to continuing inquiry. Reflection is taking the time to look back at initial questions, the research
path, and the conclusions made. The learner steps back, takes inventory, makes observations, and
new decisions. Has a solution been found? Do new questions come into light? What might those
questions be? And so it begins again; thus the circle of inquiry.
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Summarizing, the inquiry cycle suggests important aspects of inquiry:

Reflect on experiences; understand oneself as well as the world around
Ask meaningful questions; formulate one’s own goals

Investigate through multiple sources and media

Create, actively transform the world

Discuss with others; collaborate

The cycle is meant to be suggestive, e.g., try to include opportunities for Discuss and
Reflect, but not as a rigid formula. So users might want to start at places other than As«,
leave out steps in the cycle, or include things one place where I might put it another.
Similarly, users may conceive the steps/aspects in different terms: Investigate as Explore
or Create as Do.

As you think about it you realize that each element is itself the whole, e.g., good Diseuss
always involves Reflect, Investigate, Create, and Ask.

We think of 4sk as the guiding question, but it doesn’t have to be literally a question,
could be a title or multiple questions. ‘

Inquiry units link to one another in a network, because good inquiry typically leads to
further questions.

We can now use the cycle to compare inquiry-based learning to conventional pedagogy. There is
a “process” kind of inquiry in which people learn the same things, but in a more active, hands-
on, collaborative, explorative way, and then a “substantive” kind of inquiry, in which the goals
or content of learning change as well. The table below compares process inquiry with
conventional pedagogy:

Conventional Process

) Pedagogy Inquiry

sk Content delivery, skills A priori questions leading
development; implicit question |to content mastfery

, Pre-set methods and Authentic materials;

Investigate . . .
materials multiple sources & media

Create Resppnse n}odes defined by Active, hands-on learning
specific assignments, tests _ _

, . Collaboration, learning
Discuss Teacher-driven through falk & writing
Reflect External evaluation Making sense of the

process at the end
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What is Action Research?
Action Research is a process in which participants examine their own educational
practice systematically arwarefully using the techniques of research. It is based on the

following assumptions:
teachers and principals work best on problems they have identifide: foselves;

teachers and principals become more effective when encouraged to examine atiltbirssess
own work and then consider ways of workditferently;

teachers and principals help each other by workatigboratively;

working with colleagues helps teachers and principals in their professevaibpment.

Heidi Watts,Antioch Graduat&chod

What Action Research Is Not

. Itis not the usual things teachers do when they think about their teaching. Action Research is

systematic and involves collecting evidence on which to base rigeftection.

. Itis not just problemsolving. Action Research involves problgrasing, not just problem
solving. It doesot start from a view of problems as pathologies. It is motivated by a quest to
improve and understand the world by changing it and learning how to impifowa ithe

effects of the changesade.

. Itis not research on other people. Action Research is research by particular people on their own
work to help them improve what they do, including how they work with and for others. Action
Research doawot treat peple as objects. It treats people as autonomous, responsible agents

who participate actively in making their own histories by knowing what theyoang.

. Itis not the scientific method applied to teaching. Action Researohtigist about hypothesis
tesing or about using data to come to conclusions. It is concerned with changing situations, not
just interpreting them. It takes the researchervigw. Action Research is a systematically
evolving process of changing both the researcher and the situatishichhe or she works.

The natural and historical sciences do not havettns

- Henry andKemmis
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Five Phases of ActioResearch

Phase I- Problem Identification:

Why do you want to do it? Is it an important and practical problem, sometiirtly your time
and effort, something that could be beneficial to you, your studentstzard?

Is the problem stated clearly and in the form of a question? Is it broad enough to allow for a
range of insights and findings? Is it narrow enough to be neatwg within your timeframand
your dailywork?

Phase Il- Plan of Action

Will you develop and implement a new strategy or approach to address your questipn? If
what will it be?

Will you focus your study on existing practices? If so, which partionkes?

What is an appropriate timeline for what you are tryingceomplish?

Phase lll - Data Collection

What types of data should you try to collect in order to answergymstion?
How will you ensure that you have multipderspectives?

Whatresources exist and what information from others might be useful in helping fyamé&o
your question, decide on types of data to collect, or to help you in interpretinfingings?

Phase IV- Analysis of Data

What can you learn from the data? Whatgvats, insights, and new understandings can you
find?

What meaning do these patterns, insights, and new understandings have for your fisactice?
your students?

Phase V- Plan for Future Action

What will you do differently in your classroom as a resubhagstudy?
What might you recommend &dhers?

How will you write about what you have learned so that the findings will be useful sngou
to others?
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Starting Points

WAsk individuals to complete the "Starting Points" questions (see bélelldhem
to think broadly about many areas for possiplestions

wGo around the group one at a time and list on a flipchart all of the different areas that
surface from thifilandout.

WAsk each person to take one of the areas from the flipchart (could be an idea of
theirs or someone else's) and practice writing a question iartdeat

wGo around the group, and one at a time, ask each person to read their question very
slowly twice. Thegroup should listen to the questions. Absolutely no comments are
made after each questiorréad.

WAsk the group to generate characteristics, qualities, and guidelines for what makes a good
action researcfuestion.

1. | would like toimprove...

2. | amperplexedoy...

3. Some people are unhapalyout...

4. I'm really curiousabout...

S. | want to learn morabouit...

6. An idea | would like to try out in my class..

7. Something | think would really make a differelige.

8. Some | would like to do to change..

9. Right now,some areas I'm particularly interestedhia...
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Data Collection: The 5 Ws and an H

WHY are we collecting this data?

What are we hoping to learn from tiiata?
What are you hoping to learn from using this particular dallactionstrategy?

Is there a match between what we hope to learn and the metlohdse®

WHAT exactly are we collecting?

What different sources of data will allow us to learn best aboubhiis?
What previously existing data can wse?

How much dta do we need to really learn about thjsc?

WHERE are we going to collect the data and for how long?

Are there any limitations to collecting tdata?
What support systems need to be in place to allow for the data colleaticecut®

Are there way$o build data collection into the normal activities of ¢kessroom?

WHEN are we going to collect the data and for how long?

Have we built into the plan collecting data at more than one pdintef®
Are there strategies we can use to easily obsardaecord data durirdpss?

Can you afford the time to gather and record data using the strategies ysalbetes?

WHO is going to collect the data?

Are there data which can be generatedtbgents?

Is there a colleague who can observe in your ropestudent teacher who can assist déia

collection?

What can you do yourself without it being tmeerwhelming?

HOW will data be collected and displayed?

How will you collect and display the qualitative data? the quantiteltite?
What plan do/ou have for analyzing ttaata?

Towhom will you present what you halearned?
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Writing Prompts for ClassroomAction Researchers

September

Begin by visualizing what an observer might sense as they shadow you as you go about
your work: thephysical environment (sights, sounds, smells, arrangement of furniture,
what hangs on the walls, from the ceilings); the interactions among individuals in the
setting (students, teachers, administrators, support staff, and parents); and the activities
(what are people doing.) Write about this now, and then revisit the vision of your work

environment later in the year.

October

Write a story about an event or circumstance that illustrates the issue(s) you are
interested in studying.

November

Whatquestion(s) would you have to answer to understand your issue
better?

December

How do you get at the "real" issue that interests you, how do you peel back the layers to
reveal the root causes of the condition/circumstance/situation you would like gechan
or better understand?

January

Think about the kinds of "evidence" that convince you that something is working...then
answer: What data do | currently have about my students? What feedback do | have from
parents, administrators, and others which wailiience my thinking? Where are the

gaps? What do | do with the data?
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February

How can | use the data I've collected to better understand my question? My issue? What do
| do with the data®March

What have | learned from the data | collected aftading through it, rereading it,
looking for patterns, themes, curiosities?

April

How can | tell my story, what | have learned, to others? What parts do | leave in? What
do | leave out? What form should | take? Who are the others who

might/should/couldee what | have written?

May

Revisiting September's writing...what would an observer sense as they shadow you
going aboutyour work...the physical environment, the interactions among
individuals and the activities. Compare this with your Septerabgy. How

has the vision changed? How is it Hame?

Other

What is the action in your action research?
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Ideas for Your Final Write -Up

® Yourname/what you do (distrigtosition)

0 Background information (setting, population, scholalss)

0 Question(expectations, assumptions, evolutiomgplicable)

® Why chose the question; (rationale). What drew you tgulkestion?

® Why important to you. Educational philosophy, if applicablgustion.
® Instruments used to collect data (surveys, questiormeice)

0 Actual data (students' samples, quotes, voices; adult gabsesyations)
W Literature review/references (ibed)

® Organizatiorof data/analyzinglataby themesgchronologically by questionshy source
W Struggles (to arrive at question,dollect data, findingstc.)

0 Reflections on action research process, separate frawpibe

® Changes you've gone through in the process; insightssistencies

® Conclusions/findings; what | learnddterpretation

® Feelings, intuitions not encountdra thestudy

®w Future directions; Where do | go from here?; impact; new questions; id@aplfEmentation
changes in practice/perspectivegommendations

w Pictures

Other thoughts:

o All write-ups should not/will not look alike. They will reflect rmly the teacher arids/her
particular style, but also the nature and context ofjtiestion.

0 Remember you are tellingstory.You can organize this chronologically, by themes, by data
source (i.e.: students, parents, staff), or some atagrlt's upto you!
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What Do Teacher Researchers Do?

Teacher researchers...

develop research questions based on their own curiosity about teaching and learning in
their classrooms;

examine their underlying assumptions about teachindeamnaing;

systematically collect data from and with thetirdents;

share and discuss their data and research methodology with fellow teaelaechers;
analyze and interpret their data with the support of tudieagues;

write about theiresearch;

share tlkir findings with students, colleagues, and members of the educabamaunity;
discuss with colleagues the relationships among prattieery,andresearch;

assume responsibility for their own professiagraiwth.

Source: Fairfax County Publ&chools, Office of Research and Policy
Analysis
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Reasons to Do Action Research

What works...

Tofigure out a particular "how to" aéaching

Todemonstrate to principals, parents, students, ourselves that a teaching prastifié is

Collegiality...

Tohave time to talk about teaching with @atleagues

Todevelop better overall relationships with cotleagues

Personal/Professional Development...

Tobe supported and pushed in our developmetdahers

Torecognize that growtboesn't just happen, that often we need more formal structures in order
to grow

Toenable teachers to engage in intellectual pursuits and become conltianpass

Starting where we are...

Tostart with the teacher that | am, not that someone else thshksildbe

Consistency...

Topractice being a continuous learner, to live by what | am trying to help my stledents

Toconnect teachers in different roles, schadilstricts

Challenging the norm...

Tocreate new forms of professiomdvelopment
Tocreate new forms aksearch

Toconstruct knowledge with teachers at teater

Robin Marion- Professor at National Louis University
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Guidelines for Developing a Question

. One that hasn't already besmswered

. Higher level questions whiaet at explanations, reasons, relationships. "How does...?", "What

happensvhen...?"

. Not"Yes-No" question

. Everyday language; avojdrgon

. Not too lengthy; concise; doesn't have to include everything ybirifeng
. Something manageable; can compiete

. Something deable (in the context of yowvork)

. "Follow your bliss"; want to feel commitment to the questjasgsion

9. Keep it close to your own practice; the further away you go, the more

work itis 10.Should have tension; provides you an opporttoijretch
11.Meaningful to you; provides you a deeper understanding of the
topic 12.Question leads to other questions

Generated by one Madison Metropolitan School District Action Research Group
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Techniques for Gathering Data

1. Interviews with students, parenttgachers
2. Checklistsof skills, behaviors, abilities, movement, procedures, interactiesm, rces

3. Portfolios of a range of work from students of different abilities around a particular ¢opic;

representation of a total experiencepdection of documents fanalysis

4. Individual files of students' work (e.g., tapes, samples of work, art work, memos, photos of

models/projects, reports), of students' opinions; of student attitudes, of stexigeti€nces
5. Diaries/journals written byteachers, students, parents, class groegshers
6. Field notes/observation records informal notes written by eacher
7. Logsof meetings, lessons, excursions, school expectations, masaral

8. Studentteacher discussion/interaction records of commas and thoughts generatad

students
9. Questionnairesof attitudes, opinions, preferencegormation

10.Audiotapesof meetings, discussions in class or about data gathered, gamesygrioup

interviews, whole class groups, monologues, readings, leatemsnstrations
11.Videotapesof classrooms, lessons, groups, demonstrations, a day in a schodiinh@sch

12.still photography of groups working, classrooms, faces, particular students over tifnedat

intervals in desson

13. Time-on-task analysisof students, teachers; over a lessotayga
week 14Case study- a comprehensive picture/study of a student or a group of

students
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A Process foAnalyzing Your Data

e

© e € €

In using qualitative research, you will be collecting and analyzing aatime time.
These processes inform each other. Be open to new ways of thinking as you learn more

from your data.
Go through everything you have collected. Make notes agg/ou

Look for themes, patterns, big ideas. Key words and phrases can trigger. tbeteesiine
these themes by your scan of the data, not on your preconceived ideas of what yibie think

categoriesre.

Narrow the themes down to something manageabeof3your most compellingnd

interesting).

Go back through all of your data and caddabel information according to the themesiider
to organize your ideas. Some ideas may fit into more than one theme. Cregteugasounder

eachtheme.

Write continuously. Jot down what you are seeing, what questions are emerging, and what you
arelearning. Keep notes on those new ideas which are unanticipated. These may bediindings

surprises which you had nalanned.

Review your information after it is coded/labeled to see if tisere
a frequency of certain itenasd/or
powerful, interestingunusual comments or behaviors which are of particular intergetu.

This may be an incident which gives you a new insight, and it may be one of the most important
to hold onto.
Identify the main points which appear most frequently and are the mostfplowwevill be hard

to let go of some of your information, but it is important to sift thratigh

. Write up your major pointsYoucan write them ujby

theme,
chronologicallypr
the different modes you used for collectinfprmation.

. Draw theinformation together to include some of the evidence which supports egmlr of

themes. The reader should be able to draw conclusions based on the evidence you have

presented.
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What Are Some Effects offeacherResearch Projects?

Some effectare:

increased sharing and collaboration across departments, disciplines, arevgtiade
increased dialogue about instructional issues and stiedening;

enhanced communication between teacherstami@nts;

improved performance atudents;

revision of practice based on new knowledge about teachingaming;
teacherdesigned and initiated stafévelopment;

development of priorities for schoolwide planning and assestfierts;
contributions to the profession's body of knowledge ateaghing antkarning.

Source: Fairfax County Public Schools, Office of Research and Policy Analysis
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Descriptors of ActionResearch

practical
everyday

life
actionoriented
evolving
intuitive flexible
narrative

own words
reflective
process
purposeful

exploratory

interpretive
interactive
holistic
qualitative
collaborative
heuristic
discovery
descriptive
accessible
openended
complex

relevant

practitioner's point of view
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Guidelines for Data Collection

Asking the right questions is the key skill in effective data
collection.

® Be clear as to why you are collecting data. Formulate good questions that relate to the specific
information needs of theroject.

® Be clear about how you are going to use the yati@ollect.
w Design a process to collect data. Our beliefs and values affect this selemtiess.

0 Use the appropriate data analysis tools and be certain the necessary data eofidmat)
Thedata:
® must beaccurate;
® should beuseful;
® must not be&oo time consumingand

® must be reliable enough to allow you to formulate hypotheses and dstrategies
with confidence.

®w Decide how much data is needadk:

® what is an accurate sampgiee?
w for how long should the data bellected?

® Make sure thathe data make your jadmsier.

® Use multiple sources of data to increase the believability of the findings. Collect data from more
than two sources or points aew, each which provides a unique justification with respect to

relevant information abouhesituation.
W Present the data in a way that clearly communicates the answeqtestien.
® Be aware that how you set up the situation influenceetuits.
® Review the dataAsk:

o do the data tell you what yantended?

® can you display the data aswintended?

257



® Do not expect too much from datRemember:

0 data should indicate the answer to the question asked during the desigrodiettion
process.

® you do not make inferences from the data that the data walippiort.

0 data don't standlone. It's the meaning we apply to the data that is critical. "Data do not
drive decisions; peoplgo."

® the stronger the disagreements with the data, the bigger the learning potential. It is
important to validate the different views and try to come up wiworldview.

® Visually display the data in a format that can reveal underhaktgrns.

W Look for patterns related to time or sequence as well as patterns related to diffarences
staff and othefactors.

® Remember that your primary job is not deddlection. No research method shouligrfere
with your primaryjob.

® While good information is always based on data (the facts), simply collecting datetoes
necessarily ensure that you will have usifidrmation.

® The key issue is not how do we @&t data, but how do we generate useformation?
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Guidelines for Analyzing YourData

Design a systematic approach to analyze your data. This may develop as yourbemme
comfortable with what you atearning.

Do not be afraid to let thegata influence what you are learning as you go deepeyauith
analysis.

Look for themes and patterns to emerge. Look for those unique ideas that you had not
considered which may influence ydhimking.

Make sure that you are organizing your data baseslhat you are actually learning frahe data,
not on the assumptions you bring with you to yanalysis.

Don't censor the data, even if you don't like what you are learning. Include data that doesn't
necessarily reflect change or growth. All of thipast of the learning experience and can still
inform ourpractice.

Go through your data several times. New ideas will occur to you with gp&espective.

Think about creating visual images of what you are learning. A grid, an idea map, a c@rieor
visual metaphor are all possibilities to help make sense of the data and dizpiserfal
presentation of youdeas.

Write lots of notes to yourself (poeiis work well) as you are sorting. This kind of reflection will
help you as you step back atng to look at the bigicture.

Share your findings with a colleague. Do new questions emerge frodisthission?

Let the data influence you. Jot down ideas for actions you will take as a result of whet you

learning.
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Role of Participantsin a Group

® The most important role of participants is to be good listeners and to ask the group
member, who is talking about his or her study/research, good questions. The intent of
these questions should be to open up new possibilities and new vhiykiofy for
the person who msharing.

® If you, as a group member, have suggestions, new ideas, or solutions to offer...wait. If
you jump in with the strategies that you think will work, you are not giving your
colleagues the opportunity to own and exeltireir situationsleeply.This is hard, but
with practice, it becomesasier.
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Equity Literacy:

equity literac An Introduction

¥
in schools & beyond | by Paul C. Gorski for EdChange <http://www.edchange.org>
) Revised April 29, 2014

Defining Equity Literacy

Equity Literacy refers to the knowledge and skilis that enable us to recognize, respond te, and redress conditions that
deny some students access to educational and cther opportunities enjoyed by their peers. The Equity Literacy framework
was constructed with an acknowledgement of both the strengths and limitations of existing frameworks for engaging the
full diversity of youth in schools. Most particularly, it was constructed out of concerns with frameworks, such as “cultural
competence,” that focus on “culture” instead of “equity” and as a result mask the inequities that plague schools and other
organizations. It is based on the reality that equitable educators must be proficient, not just with culture, but with the
skills necessary to be a threat to the existence of inequity in their spheres of influence.

Equitg Il-iteracv Examples of Associated Skills and Dispositions
Abilities

1. Ability to Recognize Equity literate educators:
biases and inequities, = notice even subtle bias in materials, classroom interactions, and school policies;
including subtle biases = know and teach about how notable people in their content disciplines used their
and inequities knowledge to advocate for just or unjust actions or policies; and
= reject deficit views that Jocate the sources of outcome inequalities (fike test score
disparities) as existing within the cultures of, rather than as pressing upon, low-
income families.

2. Ability to Respond to  Equity literate educators:
biases and inequities in  +  have the facilitation skills and content knowledge necessary to intervene
the immediate term effectively when biases or inequities arise in a classroom or school;
< cultivate in students the ability to analyze bias in classroom materials, classroom
interactions, and school policies; and
= foster conversations with colleagues about equity concerns at their schools,

3. Ability to Redress Equity literate educators:
biases and inequities in  *  advocate against inequitable school practices, such as ractally or economically
the long term biased tracking, and advocate for equitable school practices;

o never confuse cefebrating diversity with equity, such as by responding to racial
conflict with cultural celebrations; and

o teach, in relevant and age-appropriate ways, about issues like sexism, poverty,
and homephobia.

4, Ability to Create and  Equity literate educators:

Sustain a bias-free e express high expectations for all students through higher-order pedagogies and
and equitable learning curricula;
environment «  consider how they assign homework and communicate with families,

understanding that students have different levels of access to resources like
computers and the Internet; and

o cultivate a classroom environment in which students feel free to express
themselves openly and honestly.

Excerpted from Paul C. Gorski's book, Reaching and Teaching Students in Poverty: Strategies for Erasing the
Opportunity Gap (Teachers College Press, 2014).
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The Four Agreements of Courageous Conversations
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1. Stay engaged: Staying engaged means “remaining morally, emotionally, intellectually, and
socially involved in the dialogue” (p.59)

2. Experience discomfort: This norm acknowledges that discomfort is inevitable, especially, in
diclogue about race, and that participants make o commitment to bring issues info the open. Iiis
not talking about these issues that create divisiveness. The divisiveness already exists in the society
ond in our schools. It is through dialogue, even when uncomfortable, the healing and change
begin.

3. Speak your truth: This means being open about thoughs and feelings and not just saying what
you think athers want to hear.

4. Expect and accept nonclosure: This agreement asks participants to *hang out in uncertainty” and

not rush to quick solutions, especially in relation to rocial understanding, which requires ongoing
dialogue (pp.58-65).

Adapted from Glenn E. Singleton & Curtis Linton, Courageous Conversatians about Race: A Field Guide for Achieving Equity
in Schaols. 2006. pp.58-65. Thousand Ocks, CA: Corwin.
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201572017 Educational Resources for Teaching Racial Literacy

RARFRRe. cune edun
{tel:8883139636) Menu

Teaching Racial Literacy: Concepts and Strategies for
Educators

Posted February 10, 2015 by Caitrin Blake in Literacy Resources (hitp/fonline.cune.edu/tategory/iiteracy-resources/}

Recent high-profile events, including the deaths of Trayvori Martin and Michael Brown, make it abundantly
clear that Americans do not live in a post-racial society. While there has been progress toward racial equality,
racism and prejudice stilf exist in many forms in the United States.

For educators, recognizing and addressing issues that affect people of color — including their students ~is a
complex process. in order to work toward a more equitable future, students must Jearn how to spot and
confront racism in society. This can be achieved by educating them on racial literacy.

What is racial literacy?

The term “racial literacy” was coined by France Winddance Twine in her 2010 book, "A White Side of Black
Britain: Interracial intimacy and Raciat Literacy.” Saciologist Erik Love elaborates on Twine's concept of racial
literacy, describing it as,

“Aform of intellectual and antiracist labor...a reading practice, a way of perceiving and responding to the racial climate and racial structures that individuals
encounter daily.’ Those who have gained raciat literacy in a given context have the ability to ‘recognize, name, chalienge, and manage various forms of everyday

racism,

Understanding concepts of racial literacy

Achieving racial Hiteracy means understanding many interrelated concepts. One example of this would be the ability to analyze barriers to equal opportunity in
education that make it difficult for students of color to enter college. These barriers could include institutional racism in K-12 schools {http://education.cu-
portland.edusblog/news/why-u-s-schools-need-teachers-of-cofor-problems-and-solutions/), the achievement gap, Income inequality and other factors that
influence university admissions.

Racish exists in many different arenas and capacities. Students should be aware of how these biases are often not obvious or Immediately present on the
surface,

Beginning racial literacy: Dispelling incorrect assumptions about race
Elementary-level students might not have the cognitive or critical thinking skills to understand racial disparities that are not directly on the surface. itisa
teacher's job to help rid younger students of incorrect notions or befiefs surrounding race.

Teachers in elementary grades can provide curriculum that details historical events surrounding racism as well as the governing ideas that allowed racist [aws
and policies to develop. Additionzlly, teachers should take time to educate students about equality so that they better understand the similarities that bind
humans together rather than focusing on differences,

Critical thinking and racial literacy

Racial literacy requires a certain level of critical thinking in order to be able to assess situations or texts for inequalities, As such students must have the ability
to think critically before they are able to become raclally fiterate. if teachers plant the seeds of racial literacy in elementary school, assigaments and processes
can become progressively more complex as students mave onto middle and high school curricula,

As students begin to develop advanced reasoning skills, teachers can ask them to think critically about literature or ather texts read in class that demonstrate
racial or cultural bias. Initially, teachers can model this technique by giving students an example of a text that has been approached with a critica eye and been
found to illustrate racial ineguatity. From there, teachers can ask students to approach texts - literary, media or other formats — from a critical standpoint
and facilitate discusslons on racial ineguities.

Deconstructing racial issues in literature, social studies and history
Teaching racial literacy reaches across multiple academic subjects. Engiish teachers can have students read canonized texts containing issues pertaining to
race, while history and civics teachers can approach instruction by dissecting race from a structural standpoint.

Some people believe that racial equality has been achieved and issues surrounding racism only occur at the micro level, However, lightly digging at the surface
immediately reveals policies, laws and other larger barriers that discriminate against people of color, To become racially literate, students need to deconstruct
racism in many forms.

Caitrin Blake has a BA. in English and Sociology from the University of Vermont and a master’s degree in English literature from the University of Colorado
Denver, She teaches composition at Arapahoe Community College,

Tags: Literacy: Reading and Writing and Speaking (http://ontine.cune.edustag/iteracy-reading-writing-speaking/)

http:ffonkine.cune.eduteaching-racial-titeracy/
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Racial literacy

m The term ‘racial literacy may be defined as a set of
social competencies that seek to decode the
discursive and performative systems of race. It aids
in the critical understanding of the function of
methods of representation, interpretation, and
construction of knowledges.

& Racial literacy is the process of making legible race
in order to see how it adapts its syntax to mask class
and code geography and learning to see that race
involves a set of representational practices.

Twine’s analytic criteria for RL:

1. A recognition of the symbolic and material value of whiteness

g 2. The definition of racism as a current social problem rather than
just a historic legacy

3. An understanding that racial identities are learned and are an
outcome of social processes

® 4. The possession of racial grammar and a vocabulary that
facilitates a digscussion of race, racism and antivacism

8. The ability to translate (interpret) racial codes and racialised
practices

® 6.An analysis of the ways racism is mediated by class inequalities,
gender hievarchies and heteronormativity.

(Twine and Steinbugler, ‘The gaps b whites and whi !, 2006, p.344)
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“Traat the disease and not just its symptoms. A fivst step would be
to make leygible racism's ever shiffing yet ever-present
structure,..the continuing puzzle is how o address the complex
ways race adapis its syntax to mask class and code
geography...this requires a new racial literacy, meaning the
capacity to decipher the durable racial grammar that structures

racizlised hisrarchiss ...”  (FromRacial Liberalism to Racial Literacy: Brown V. Boazd of
Education and the interest-Divexgence Dilemma, section 8)

Guinier proposes the move to racial literacy saying

“we need to become racially literate, not postracially blind...it is
sometimes a virulent subtext, at other tinnes & nuanced dynamic.
But always the meaning of race needs to be interrogated and
conjugated carefully in light of relevant local circumstances and
their historic underpinnings,

All ... need to be better schooled in the subtle yet complex ways
that race actually works in the 21st century. Racial literacy
requires familiarity with unconscious bias as well as structural
racism. It demands a faxr more nuanced approach than typical

charges of racism or race-carding.”
st/ Serww tavr harvard.edu/news/2009/07 /30 auinier himt Lani Gunier "Guinter in Chronicle of Bither

Education: Race and Reality in a Front-Porch Encounter” Tuly 30, 26093

ey Scholarship

a Prof. Lani Guinier — Legal studies — Critical
Race Theory

a Prof. Frances Winddance Twine — Sociology
— Whiteness Studies

= Rebecca Rogers and Melissa Mosley —
Critical Discourse Analysis, Literacy and
Education Studies— Discursive analysis

= Michelle T. Johnson — Rhetoric and
Composition studies - Discursive analysis
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« Institutionalized
racism — intentional or
not — has affected
every generation of
students and will
continue to do so until
leaders have the
courage to identify and
interrupt it.

B

;

HIGH EXPECTATIONS

£, faarf 3 £ 1
t TS TUUVIFRDTUTUUTROR

b

* Interrupting practices
that perpetuate
institutional racism
within Saint Paul Public
Schools.

270



271














































































































































































































































































