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The well-documented achievement gap and common cultural mismatch 

between teachers and their students underscore the need for culturally responsive 

teachers. Students of diverse backgrounds need teachers whose visions of teaching 

reading result in high-quality educational experiences for all students. As teacher 

education programs strive for ways to support preservice reading teachers to be more 

culturally responsive, it is important to understand how a vision of teaching develops 

and then intersects with actual classroom practice of teaching reading to students of 

diverse backgrounds.  

From a sociocultural perspective and using qualitative case study methods, 

this dissertation explored the visions of five student teachers as they taught reading to 

students of diverse backgrounds in the context of urban classrooms, including the 

district–mandated balanced literacy program. Through classroom observations, 



  

interviews, and a review of documents, I examined the intersections of vision, 

practice, and context in the participants’ development as reading teachers. 

Additionally, I developed a checklist of Culturally Responsive Indicators and 

Strategies to assess the extent to which cultural responsiveness emerged in the five 

student teachers’ vision and practice. 

The five case studies strengthened research findings that previous attitudes 

and beliefs, educational experiences, and intercultural experiences (or the lack there 

of) do influence the development of visions about teaching reading. The individuals 

experienced complex intersections as they made meaning of their student teaching 

experience. In the cross-case analysis, three major intersections of vision, practice, 

and context emerged: classroom management, teaching balanced literacy, and the 

students’ cultures.  The conceptual framework developed for this study showed that 

one of the intersecting elements of vision, practice, or context can be dominant for an 

individual, with implications of different models for teacher education. The data 

suggested that a context-dominant student teacher might be most likely to move 

toward cultural responsiveness. From a checklist of 25 strategies, limited use of 

culturally responsive strategies was found, suggesting that a diverse context alone 

does not necessarily lead to cultural responsiveness. Suggestions for strengthening 

preservice teacher preparation are provided. 

 

 

 

 



  

 

 
 
 
 
 
 
 
 
 

INTERSECTIONS OF VISION, PRACTICE, AND CONTEXT 
IN THE DEVELOPMENT OF STUDENT TEACHERS 

AS READING TEACHERS FOR STUDENTS OF DIVERSE BACKGROUNDS. 
 
 
 

By 
 
 

Rebecca Felice Mercado 
 
 
 
 
 

Dissertation submitted to the Faculty of the Graduate School of the  
University of Maryland, College Park, in partial fulfillment 

of the requirements for the degree of 
Doctor of Philosophy 

2007 
 
 
 
 
 
 
Advisory Committee: 
Professor Linda Valli, Chair 
Assistant Professor, Jennifer D. Turner, Co-Chair 
Associate Professor Marvin Lynn 
Associate Professor Jennifer King Rice  
Interim Dean, Donna K. Wiseman 
 
 
 



  

 
 
 
 
 
 
 
 
 
 
 
 
 
 

© Copyright by 
Rebecca Felice Mercado 

2007 
 
 
 
 
 
 
 
 
 
 
 
 
 



ii  
 

Dedication 

For my mother, 

Esperanza Sierra Rodriguez. 

She would have been so proud. 



iii  
 

Acknowledgements 

The significant accomplishments in my life have all occurred because I have been fortunate 

enough to enjoy professional and personal connections with people who uncover my 

strengths and help support the expression of my best efforts.  The completion of this 

dissertation is no exception. 

 My sincere thanks go to the five student teachers, their cooperating teachers, 

university supervisors, and school district administrators who willingly allowed access and  

shared with me their thinking and experiences throughout the student teaching semester.  

 I appreciate the support of my dissertation committee members who have provided 

feedback to push my thinking about important issues in this work. Donna Wiseman, your 

suggestions about how to capture the student teachers’ early thinking about teaching reading 

were very helpful.  Marvin Lynn, thank you for staying on my committee after your move to 

Chicago. You have encouraged my work in preparing preservice teachers for diversity since 

that first Urban Education class in 2003.  Jennifer King Rice, I appreciate your role as the 

Dean’s representative on my committee and your feedback from a policy perspective. I also 

appreciate Morva McDonald as my original dissertation advisor.  Her work on teacher 

education for social justice helped solidify my commitment to issues I address in this 

dissertation, and she supported me through many early proposal drafts. 

 As my advisor and dissertation co-chair, Linda Valli, thank you for accepting me into 

your cadre of doctoral students when Morva moved to Washington.  Your steady guidance 

and insightful counsel have sustained my efforts. Jen Turner, as my dissertation co-chair, you 

spent hours in phone conferences with me discussing teacher vision and reading.  Your 

questions always sent me digging for the next level of understanding, and you knew just 

when I needed a word of encouragement. To have both Linda and Jen in my corner has been 

mentoring at the highest level any student could wish for. 



iv  
 

 Thanks also to my student colleagues at UMD, especially Carol for sharing her 

dissertation journey with me, and Saroja, who opened her home to me when I needed a place 

to stay in College Park. Having such wonderful, supportive buddies to share frustrations and 

triumphs with made the journey more enjoyable. 

At Shippensburg, Dean Bartos and Associate Dean Hockersmith constantly reminded 

me that I could do this. I appreciate the frequent encouragement from my Shippensburg 

colleagues, especially Eucabeth, Andrea, Mike and Stephanie, and my GEAR UP colleagues, 

Paddy and Grace. Working with individuals who care about me personally as well as 

professionally made going to work under the strain of writing a dissertation more agreeable. 

 All my family and friends expressed so many good wishes and encouragement that I 

knew I had to finish so as not to disappoint them!  My special friends, Dorie, Deb, and Sandy 

and my mother-in-law, Margaret, sustained me in so many ways by their words and deeds.  

Special thanks to my brother Ed and his wife, Jean, who always expressed their belief in my 

ability, even when I had my doubts. 

 No one could be prouder of her children than I am.  LisaDiane and Laura, you have 

blessed my life, and you have been my biggest cheerleaders.  Thank you for always listening 

and cheering for every little milestone I passed. How are you going to put my dissertation on 

your refrigerators? 

 Finally, Ted, my husband and life partner, you have always believed in me.  No 

words can express my level of love and appreciation for the monumental role you have 

played, not only during the dissertation writing, but in taking on all the household duties so I 

could work and commute and study and write for five years.  Your questions through each 

chapter draft helped me clarify my thoughts and writing. Thank you for pushing me when I 

needed that, for comforting me when I was discouraged, and for celebrating with me when I 

reached a goal. You always say God gives you what you need, and he gave me you. 



v  
 

Table of Contents 

 
Dedication ..................................................................................................................... ii 
Acknowledgements...................................................................................................... iii 
Table of Contents.......................................................................................................... v 
Tables........................................................................................................................... ix 
Figures........................................................................................................................... x 
Chapter 1: Introduction ................................................................................................. 1 

The Problem of Teacher/Student Differences........................................................... 4 
Vision in Teacher Learning ...................................................................................... 7 
Purpose of the Study ................................................................................................. 9 
Research Questions................................................................................................. 10 
The University Setting ............................................................................................ 11 
The School District Setting..................................................................................... 12 
Significance of the Study........................................................................................ 13 
Conceptual Framework........................................................................................... 14 

Teaching Reading to Students of Diverse Backgrounds ..................................... 15 
A Sociocultural Perspective ................................................................................ 18 
The Nature of Practice in Student Teaching....................................................... 20 
The Context of Student Teaching ........................................................................ 24 
Graphic Representation of Vision, Practice, and Context.................................. 25 

Dissertation Overview ............................................................................................ 28 
Chapter 2: Review of Literature ................................................................................. 32 

Vision in Preservice Teacher Learning................................................................... 32 
Conceptions of Teacher Vision ........................................................................... 33 
Teacher Vision by Any Other Name.................................................................... 35 
Studies of Teacher Vision.................................................................................... 36 

Factors that Contribute to Teacher Vision .............................................................. 39 
Prior Experiences ............................................................................................... 40 
Educational Experiences in Teacher Education................................................. 42 

Preparing Preservice Teachers for Diversity .......................................................... 43 
Attitudes and Beliefs ........................................................................................... 44 
Course Interventions ........................................................................................... 47 
Urban Field Experiences .................................................................................... 50 
Literacy Teacher Education................................................................................ 54 

Teaching Reading to Students of Diverse Backgrounds......................................... 57 
Literacy Practices in Elementary Classrooms.................................................... 57 
High-Quality Literacy Instruction ...................................................................... 62 

Culturally Responsive Teaching ............................................................................. 63 
Preparing Culturally Responsive Teachers ........................................................ 66 
Culturally Responsive Reading Instruction ........................................................ 68 

Conclusion .............................................................................................................. 71 
Chapter 3: Methodology ............................................................................................. 74 

Research Design...................................................................................................... 75 
The Role of the Researcher..................................................................................... 77 



vi  
 

Participants and Setting........................................................................................... 80 
The Teacher Education Program........................................................................ 80 
The Urban School District .................................................................................. 83 
Balanced Literacy in the School District ............................................................ 84 
The Cooperating Teachers.................................................................................. 87 
The Student Teachers .......................................................................................... 89 

Methods................................................................................................................... 92 
The Interviews ..................................................................................................... 95 
The Classroom Observations .............................................................................. 97 
Review of Documents .......................................................................................... 99 

Data Analysis ........................................................................................................ 101 
Summary............................................................................................................... 103 

Chapter 4: The Student Teachers and their Visions: Influence, Development, and 
Change ...................................................................................................................... 105 

Hunter – In Need of Structure............................................................................... 107 
Early Influences ................................................................................................ 109 
Learning about Diversity .................................................................................. 110 
Visions of Teaching Reading ............................................................................ 113 

Joseph – Taking Multiculturalism Home.............................................................. 116 
Early Influences ................................................................................................ 119 
Learning about Diversity .................................................................................. 122 
Visions of Teaching Reading ............................................................................ 126 

Sylvia – A Colorblind View ................................................................................. 128 
Early Influences ................................................................................................ 129 
Learning about Diversity .................................................................................. 130 
Visions of Teaching Reading ............................................................................ 133 

Suzy – The Hard Work of Teaching Reading....................................................... 135 
Learning about Diversity .................................................................................. 136 
Visions of Teaching Reading ............................................................................ 137 

Sarah – High Expectations for Success ................................................................ 138 
Early Influences ................................................................................................ 139 
Learning about Diversity .................................................................................. 140 
Visions of Teaching Reading ............................................................................ 143 

Visions of Teaching Reading to Students of Diverse Backgrounds ..................... 145 
Sylvia’s Vision................................................................................................... 146 
A Close-Clear Vision ........................................................................................ 148 

Commonalities across the Vision Statements ....................................................... 149 
Components of the Vision Statements.................................................................. 149 
Changing Visions.................................................................................................. 152 
Taking Orders and Taking Initiative..................................................................... 154 
Growing Confidence............................................................................................. 155 
Conclusions........................................................................................................... 156 

Chapter 5:  Intersections among Vision, Practice, and Context ............................... 158 
Negotiating Among Vision, Practice, and Context............................................... 159 

Does Vision, Practice, or Context Drive Teaching?......................................... 160 
Vision Dominant................................................................................................... 161 



vii  
 

Sarah ..................................................................................................................... 162 
Demands of the Classroom ............................................................................... 162 
High Expectations of Connecting with Students ............................................... 165 

Joseph.................................................................................................................... 167 
Disregarding Families and Students ................................................................ 168 
Classroom Structure ......................................................................................... 172 

Practice Dominant................................................................................................. 176 
Hunter ................................................................................................................... 176 

Unprepared to Teach Reading.......................................................................... 178 
Doing the “Hard Work” ................................................................................... 179 
Lack of Organization ........................................................................................ 180 

Suzy....................................................................................................................... 184 
Gaining Confidence in her Role ....................................................................... 185 
District and School Rules.................................................................................. 188 
English Language Learners .............................................................................. 190 

Context Dominant................................................................................................. 192 
Sylvia .................................................................................................................... 193 

Expectations of Students, Parents and Self....................................................... 194 
Connecting with Students.................................................................................. 196 

Conclusions........................................................................................................... 201 
Chapter 6:  Negotiating Intersections: Did Culturally Responsive Teaching Emerge?
................................................................................................................................... 204 

Classroom Management........................................................................................ 204 
Aligning Practice to Address Student Behavior................................................ 205 
Structure, Routines, and Organization ............................................................. 208 
Developing Visions of Classroom Management into Practice ......................... 210 

Balanced Literacy Instruction ............................................................................... 214 
The Balancing Act in Balanced Literacy .......................................................... 215 
Developing Visions of Balanced Literacy......................................................... 217 
The Practice of Balanced Literacy Instruction ................................................. 219 
Strengths and Weaknesses in Teaching Balanced Literacy .............................. 224 

Understanding Students’ Cultures ........................................................................ 227 
Culture in Curriculum and Instruction: Contradictions and Confirmations.... 230 
Unrealistic Expectations of Cultural Knowledge ............................................. 234 
Visions of Students and their Families.............................................................. 236 

Looking for Evidence of Culturally Responsive Reading Instruction.................. 240 
Conclusions........................................................................................................... 248 

Chapter 7: Moving Toward Culturally Responsive Teacher Preparation................. 250 
Summary of Findings............................................................................................ 251 

Influences in Developing a Vision of Teaching Reading .................................. 251 
Intersections of Vision, Practice, and Context.................................................. 253 
Culturally Responsive Reading Instruction ...................................................... 256 

Implications for Teacher Education...................................................................... 258 
Visioning in Teacher Education........................................................................ 259 
Learning Classroom Management in Context .................................................. 261 
Learning to Teach Balanced Literacy............................................................... 264 



viii  
 

Personal Characteristics – Student Teachers and Cooperating Teachers ....... 266 
Culturally Responsive Teaching ....................................................................... 268 

Implications for Research ..................................................................................... 273 
Final Comments .................................................................................................... 276 

Appendix A: Culturally Responsive Indicators and Strategies................................. 278 
Appendix B: Coding Categories – Intersections....................................................... 280 
Appendix C: Data Summary – Indicators and Strategies of Culturally                        
Responsive Reading Instruction ............................................................................... 281 
References................................................................................................................. 291 
 
 
 
 
 
 

 
 
 



ix  
 

 

Tables 

 
Table 1 – Cooperating Teachers, Grade Placements, and Schools…...………….…..87 

Table 2 – Demographics of Children in Student Teaching Classrooms……………..91 

Table 3 – Backgrounds of Participants……...……………………………………….92 

Table 4 – Student Teacher Data Collected…………………………………………..93 

Table 5 – Constellations of Student Teachers’ Visions ….…………………...……147 

Table 6 – Visions of Teacher, Student, and Parent Roles ……………………….…150 

Table 7 – Visions of Reading Instruction ………………..…………….……….….151 

Table 8 – Visions of Classroom Environments………………………..…………...152 

Table 9 – District Balanced Literacy Requirements…………………………..……215 

Table 10 – Student Teachers’ Understanding of Balanced Literacy……… ……....218 

Table 11 – Aspects of Reading Instruction Observed……………………… ….….219 

Table 12 – Cooperating Teachers’ Evaluations of Strengths & Weaknesses as     

Reading Teachers….…………………………………………………………..…....225 

Table 13 – Reported Number of Culturally Responsive Strategies Used      

Consistently ……………………………………………………………………..…241 

Table 14 – Researcher Observed Culturally Responsive Strategy Use…………….242 



x  
 

Figures 

Figure 1: Intersection of vision, practice, and context in student teaching…………26 

Figure 2: Intersections for a culturally responsive teacher...……………..…………28 

Figure 3: Context dominant-culturally responsive model……….…………......…..160 

Figure 4: Sarah-vision dominant.……………………………………...…………...162 

Figure 5: Joseph-vision dominant.………….………………………...…………….168 

Figure 6: Hunter-practice dominant..………………………………………………177 

Figure 7: Suzy-practice dominant…..,…………………………………………...…185 

Figure 8: Sylvia-balanced vision, practice, and context………………...……….....193 

Figure 9: Culturally responsive strategies consistently used……………………….245 

Figure 10: Culturally responsive strategies consistently observed……………...….245 



1  
 

Chapter 1: Introduction 

 
“If I’m planning to teach in the suburbs or in a small town, 

        why do I need a field experience in an urban school?” 

(Preservice Teacher, 2004) 

 

 Underlying the question by this preservice teacher is a narrow vision of 

teaching. The veiled assumption is that as a teacher candidate, one may choose to 

focus on a particular student profile or school context in learning to teach. The 

challenge before teacher educators is to understand how a vision of teaching, such as 

suggested in the above comment, intersects with practice in the real context of today’s 

public school classrooms. 

Because of recent population changes, the student composition of many 

classrooms is also changing. Especially in urban areas, classrooms increasingly 

include students from diverse racial, cultural, or socio-economic backgrounds 

(Cochran-Smith, Davis & Fries, 2004; Ladson-Billings, 1999). Au and Raphael 

(2000) used the term students of diverse backgrounds in describing students whose 

family backgrounds differ from mainstream Americans with regard to ethnicity, home 

language and social class. They clarified their definition of students of diverse 

backgrounds as follows: “In the United States, these students (a) are generally 

African American, Asian American, Latino/a, or Native American in ethnicity; (b) 

speak home languages other than standard American English; and, (c) come from 

poor or working class families” (p. 144). This definition is used throughout this 

dissertation. 
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But while the student population of our nation’s schools is changing, the 

population of teachers remains demographically unchanged. Today’s teachers, who 

are mostly White, middle-class women, are teaching ever-greater numbers of students 

of diverse backgrounds. In this scenario, a narrowly focused vision of teaching that 

includes only students with backgrounds similar to the teacher’s is unlikely to serve 

the needs of students of diverse backgrounds. In the future, all teachers, regardless of 

their backgrounds, will need the knowledge, skills and dispositions to teach for 

diversity by providing equitable and high-quality learning experiences for all 

students.  

Melnick and Zeichner (1997) have identified various issues that surround 

what is referred to as teaching for diversity. Although other types of diversity such as 

differing abilities or developmental levels may also exist in a classroom, Melnick and 

Zeichner defined teaching for diversity in terms of cultural diversity, which includes, 

race, social class, ethnicity and language, maintaining a focus on understanding and 

improving the “variety of arrangements and strategies currently being used to prepare 

a largely white, monolingual student teaching force to teach poor students of color 

who historically have been underserved, ill served, or inappropriately served by 

traditional teaching practices” (1997, p. 25). These are the students for whom 

preservice teachers are not being adequately prepared to teach, and they describe the 

types of students the five participants taught in their student teaching classrooms. 

That reality emphasizes the need for teacher educators to support preservice 

candidates as they develop their visions of teaching.  
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 Evidence of the population changes has increased in the past three decades. 

Projections indicate that students of color will account for 57% of the school 

population by 2050 (Cochran-Smith et al., 2004), up from 22% in 1972 (Banks, 

Cochran-Smith, Moll, Richert, Zeichner, LePage, Darling-Hammond, Duffy, & 

McDonald, 2005). In the same time period, however, the teaching population has 

remained over 80% White and female (National Center for Education Statistics, 1993, 

2006). Many of these teachers are likely to have had different lived experiences from 

students of diverse backgrounds (Cochran-Smith et al., 2004). Research suggests that 

teachers who lack a commitment to teaching for diversity may also contribute to the 

disparate achievement between White students and students of diverse backgrounds. 

As an example of that disparity, a recent national reading assessment indicated that 

40% of White fourth-graders were at or above the “proficient” level, but only 12% of 

African American students, 16% of Hispanic students, and 17% of Native American 

students attained a “proficient” rating (Hollins & Guzman, 2005). 

In this introductory chapter, I present an overview of the problems associated 

with cultural differences between teachers and students and how those differences can 

result in unfavorable intersections of the student teachers’ vision and practice in the 

classroom context. After introducing the concept of vision and highlighting factors 

that can contribute to student teachers’ visions, I outline the purpose, setting, and 

significance of this dissertation study. I review the theoretical foundation that frames 

the study and then present a visual conception of the intersections among vision, 

practice and context used in this dissertation. Chapter One concludes with an 

overview of the dissertation. 
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The Problem of Teacher/Student Differences 

 Differences between teachers and students are not inherently a problem. In 

practice, however, the cultural differences between teachers and their students can be 

problematic in several ways (Melnick & Zeichner, 1997). For example, differing 

cultural frames of reference may contribute to a disconnect between teachers and 

schooling on one hand, and students of diverse backgrounds on the other. Teachers 

and students may exhibit differing opinions about what constitutes authority, 

appropriate communicative style, or the appropriate role of talking versus doing 

(Delpit, 1995). 

 Similarly, Cochran-Smith and colleagues (2004) argued that with different 

cultural frames of reference from their students, teachers often find it difficult to 

function as role models who can bridge the differences between school and home. In 

literacy, for example, Heath (1983) found differences in oral and literacy traditions, 

including types and uses of writing, between African American and White 

communities in the Carolina Piedmonts. Zentella (2005) found that many Latino 

parents expected “teachers to sustain and expand the values of the home” (p. 176). 

Understanding differences between school and home may assist teachers in providing 

high-quality learning experiences for all students. Many preservice teachers, however, 

lack the intercultural experiences to move beyond their own cultural frame of 

reference. When they do, they may be better equipped to provide equitable and high 

quality educational experiences for students of diverse backgrounds. 

 Many preservice teachers prefer to teach students like themselves, or they 

regard some students as unteachable. For example, Pang and Sablan (1998) reported 
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that their sample of predominantly European American teachers showed ambivalence 

toward teaching African American students, and some teachers believed “there are 

those students whom no one would be able to reach” (p. 53). Terrill and Mark (2000) 

surveyed 97 teacher candidates, 89% of whom were White. They found that many 

preferred a student teaching placement with a majority of White students. Terrill and 

Mark also discovered differences in the preservice teachers’ expectations of students 

in urban and suburban classrooms.  

 Murrell (2007) acknowledged differences in the experiences and interests of 

students of diverse backgrounds in urban schools; however, he also pointed out the 

disturbing proliferation of scripted curricula and other examples of bureaucratic 

requirements that may be counterproductive to high-quality educational experiences 

for urban students of diverse backgrounds. Often, teachers must try to compensate for 

a mandated curriculum that provides no context for learning (Weiner, 1993).  Given 

their lack of preparation for these and other institutional challenges, preservice 

teachers tend to avoid urban teaching experiences with students of diverse 

backgrounds. 

In addition to having different expectations for students in different school 

contexts, other preservice teachers cannot or do not see diversity as a resource. For 

example, Tiezzi and Cross (1997) examined the beliefs of 48 preservice teachers 

about an urban field experience. They found that some preservice teachers believed 

students of diverse backgrounds in urban schools to be unmotivated, uninterested in 

education or having no support from home. Similarly, Bakari (2003) found 

statistically significant differences on a questionnaire subscale regarding willingness 
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to teach students of diverse backgrounds. The mean for preservice teachers from 

predominately White institutions was lower than for preservice teachers from 

historically Black colleges and universities. Bakari concluded that preservice teachers 

place little emphasis on using cultural diversity as a resource in the classroom. 

Preservice teachers, like those reported in these studies, may harbor the vision that 

some students are unable or unwilling to learn, thereby hindering their commitment to 

providing high-quality learning experiences for students of diverse backgrounds. 

 In their literature review, Cochran-Smith et al. (2004) confirmed findings that 

many teacher candidates regard diversity as a deficit, exhibit attitudes of lower 

expectations of students of diverse backgrounds, or simply choose not to teach in 

schools with students of diverse backgrounds. If preservice teachers who are placed 

in classrooms with students of diverse backgrounds have low cultural sensitivity or 

little ability to use the funds of knowledge (Moll & Gonzalez, 2004) from students’ 

backgrounds as classroom resources, these differing cultural frames of reference 

could negatively affect students’ opportunities to learn. The attitudes, beliefs, and 

previous experiences preservice teachers bring to student teaching seem to play a 

major role in the development of their visions of teaching reading to students of 

diverse backgrounds. 

 The need for commitment to teaching for diversity is well documented. Some 

preservice teachers are placed in urban schools with students of diverse backgrounds; 

however, it remains unclear how they come to develop a vision of teaching the 

students in their classrooms. The purpose of this dissertation is to shed light on the 

developing visions of five such student teachers and how they intersect with practice 
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and context. This dissertation presents the case studies of five student teachers placed 

in urban classrooms with students of diverse backgrounds. Using qualitative research 

methods and analysis, I studied the visions and the reading teaching practices of the 

participants in the context of student teaching in one urban school district. 

Vision in Teacher Learning 

 Prominent in recent conceptual literature on teacher learning is the construct 

of vision. For example, teacher learning frameworks described in Shulman and 

Schulman (2004), Feiman-Nemser (2001), and Hammerness, Darling-Hammond, 

Berliner, Cochran-Smith, McDonald, & Zeichner (2005) all include vision as one of 

the dimensions. Specific to reading teacher education, Duffy (2002) and Turner 

(2006) concurred that visioning can support independent thinking in reading teachers 

and enhance practice. 

 The extensive work by Hammerness (1999, 2003, 2004, 2006) on vision 

underscores the usefulness of vision as a lens for studying teacher learning. 

Hammerness (2006) argued that teacher vision can function as a mirror with which to 

reflect on successes and the need for change. A vision of teaching provides a view 

from which inspiration may come and goals may be established, or it might hinder 

development of practice through the inability to adjust practice to the context of 

teaching.  

 Preservice teachers come to teacher preparation with different educational 

experiences. These previous experiences may also contribute to how they think about 

teaching, learning, and students of diverse backgrounds. Both K-12 educational 
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experiences and teacher education experiences can influence how preservice teachers 

envision teaching.  

 First, most teacher candidates have had personal experiences in classrooms as 

a student, what Lortie (1975) called the apprenticeship of observation. These 

classroom experiences are likely to supply a limited understanding of teaching 

because they are created from a student’s point of view. The student does not enjoy 

an emic perspective of the motivation and intentions of the teacher’s decision-

making. Instead, s/he may acquire a superficial understanding of the teacher’s actions. 

Second, teacher preparation experiences vary not only by program but also by 

student. Attitudes and beliefs preservice teachers bring with them may act as filters 

through which new knowledge is understood (Goodman, 1988; Lortie, 1975; Pajares, 

1992). 

 Some research suggests that intercultural experiences play an important role in 

preservice teacher learning about diversity (Ross & Smith, 1992; Sleeter, 2001; 

Smith, Moallem, & Sherrill, 1997; Valli, 1995) For, example, Smith et al. (1997) 

studied the autobiographies of preservice teachers to gain insight into “the life 

experiences of [preservice teachers] whose beliefs indicated a change toward greater 

equality” (p. 43). They found that although many preservice teachers’ religious 

backgrounds contributed ideas of equality, their lack of intercultural experiences led 

to a simplistic or narrow view of diversity. In addition, one of the main factors 

contributing to change in the participants’ beliefs was exposure to individuals of 

different cultural backgrounds. Thus, the intercultural experiences, attitudes and 
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beliefs, and educational experiences of preservice teachers may all influence their 

vision of teaching students of diverse backgrounds. 

Drawing from several conceptions of vision described in Chapter Two, I 

define teacher vision as the images and expectations of their own actions, of their 

students, and of the school setting in which they are placed. These visions, I argue, 

develop out of the interaction of attitudes and beliefs, previous educational 

experiences, and intercultural experiences. In this dissertation, I use vision as a lens 

with which to view the learning of five student teachers and the intersections of their 

visions with classroom practice and context. 

Purpose of the Study 

The purpose of this dissertation study is to add to the understanding of how 

student teachers envision teaching reading to students of diverse backgrounds. I 

further aim to identify the intersections of vision, practice, and context that play a role 

in the student teachers’ development as reading teachers. Focusing on reading 

instruction allowed me to discover where their visions and practices developed in 

relation to culturally responsive reading instruction, a third goal of the study. Using 

the construct of vision, I explored how five student teachers placed in urban 

classrooms with students of diverse backgrounds came to understand the teaching of 

reading and the relationship of their visions to their enactment of reading instruction 

in the context of urban classrooms. I present my interpretation of the journeys of five 

student teachers as they struggled and succeeded, sometimes discouraged and 

sometimes elated, to teach reading to students of diverse backgrounds. 



10  
 

Research Questions 

 In this dissertation, I address the following three overarching questions: 

1. How do the participating student teachers characterize their vision of teaching 

reading to students of diverse backgrounds? 

2. What are the intersections among vision, practice, and context for student 

teacher development as reading teachers? 

3. How, if at all, do the characteristics of culturally responsive reading 

instruction appear in the student teachers’ reading instruction with students of 

diverse backgrounds in an urban setting? 

The research questions focus on the vision and practice of student teachers. I 

considered factors identified from the literature that could contribute to their visions, 

such as attitudes, beliefs, and previous experiences. The student teachers’ responses 

also reflected the context of the classroom, school, and school district in which the 

field experiences took place. 

 By setting this study within the student teaching experience, I was able to 

explore how the participants’ vision and practice of teaching reading to students of 

diverse backgrounds was realized within the classroom. Although the cooperating 

teacher and the university supervisor constitute important components in the student 

teachers’ field experience, I focused on the student teachers in an attempt to 

understand the trajectories of their own vision and practice. I relied on feedback from 

university supervisors and cooperating teachers to corroborate evidence provided by 

the student teachers. This study builds on the wealth of literature on preservice 

teachers’ attitudes and expectations of teaching students of diverse backgrounds, the 
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role teacher education has played in preparing teachers to teach for diversity, high-

quality reading instruction for students from diverse backgrounds, including 

culturally responsive instruction, and teacher vision. 

The University Setting 

The university teacher education unit in which the participants were enrolled 

is involved in a continuous effort to infuse issues of classroom diversity into the 

undergraduate teacher education program, to increase the experience with diversity 

for all teacher candidates, and to effectively prepare teacher education graduates to 

teach all children. One such effort is to provide every elementary education major 

with an early urban field experience. A general methods course was restructured to 

include activities focused on teaching for diversity, including a panel discussion by 

urban educators, reflective writings, and a two-day urban field experience. Tutoring 

and mentoring experiences with students of diverse backgrounds are also available 

and encouraged within the teacher education coursework. 

 From the cohort of preservice teachers who have participated in these 

educational experiences, six were placed in a nearby urban district for student 

teaching. From among those six, I studied five student teachers who were willing to 

share their visions of teaching students of diverse backgrounds and how their visions 

developed. I originally expected to select participants who had made a conscious 

choice to student teach in the urban district; however, I was limited by the small 

number of students. I wanted to study student teachers who had chosen an urban 

placement and understood that implied teaching students of diverse backgrounds 

because I thought that would increase the likelihood of seeing culturally responsive 
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teaching emerge in their reading instructional practice. My final participants consisted 

of two who were placed in the urban district counter to their stated choice, one who 

was open to the urban district but did not choose it, and two who welcomed the urban 

placement. Throughout the spring semester, 2007, I observed and interviewed the 

participants, spoke with their cooperating teachers and university supervisors, and 

evaluated documents, such as weekly written reflections by the student teachers, to 

gain an understanding of the intersections of the vision and practice of each student 

teacher in the context of an urban classroom with students of diverse backgrounds. 

The School District Setting 

 
 The unique context of an urban school district makes it an appropriate setting 

for this study. Howey (2006) pointed out that urban centers are more likely than rural 

or suburban areas to have large numbers of students of diverse backgrounds, families 

who live in densely populated settings with limited economic opportunities, and 

students eligible for free or reduced-price lunch. Urban school districts are 

characterized by their complex administrative structure and large size. They are also 

likely to be under-funded. The major problem that results from these challenges and 

inequities is the high incidence of academic failure among urban students (Howey, 

2006). These characteristics are present in the target urban district. Each participant 

was placed in a school and classroom with a large majority of students of diverse 

backgrounds. Because of the early field experience in this same district, all five 

student teachers had some previous conception of the nature of the schools and 

student population in the district. Therefore, the student teachers are assumed to have 
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developing visions of teaching reading to students of diverse backgrounds in urban 

classrooms. 

Significance of the Study 

 Many research studies have explored attitudes of preservice teachers about 

teaching students of diverse backgrounds (Hollins & Guzman, 2005; Pajares, 1993), 

and some particular interventions in teacher education programs have been studied. 

Vision has also been studied in preservice reading teachers. The next step is to follow 

preservice teachers into student teaching and explore the intersections of vision, 

practice, and context in their development as reading teachers. Knowing that many 

preservice teachers enter their teacher preparation programs with deficit views of 

students of diverse backgrounds, it is important to learn how they characterize their 

visions of teaching reading and understand what factors contribute to their visions. 

Understanding the intersections of vision, practice and context could help inform the 

choices made by teacher educators in reading methods courses and early field 

experiences. Appropriate activities could help support the development of culturally 

responsive reading teachers. 

Much of the research on reading with students of diverse backgrounds focuses 

on instruction by classroom teachers (Au, 2006), bilingual literacy (Barrera & 

Jimenez, 2002; Christian, 1996; deJong, 2002) or literacy practices in the home 

(Heath, 1983; Zentella, 2005). The research literature on reading teacher education 

contains many studies about the organization, content, and structure of preservice 

programs, the reading habits of preservice teachers, or knowledge representation from 

a cognitive psychology perspective (Anders, Hoffman, & Duffy, 2000; Hoffman & 
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Pearson, 2000). Another line of research has focused on characteristics of effective 

classroom reading teachers (Pressley, Rankin, & Yokoi, 1996; Pressley, Yokoi, 

Rankin, Wharton-McDonald, & Mistretta, 1997; Taylor, Pressley, & Pearson, 2002). 

Hoffman and Pearson (2000) argued that the issue of diversity in preparing reading 

teachers may be the most challenging but also the most important: “It is 

…unacceptable that so many majority teachers possess so little knowledge about 

cultural and linguistic diversity. We [reading teacher educators] may not be the sole 

source of the problem, but we can and must be part of the solution,” (Hoffman & 

Pearson, 2000, p. 41). This study contributes to finding solutions for strengthening 

preparation of reading teachers for teaching students of diverse backgrounds. 

 This dissertation has set the stage for future exploration of the developing 

visions of preservice teachers and how those visions change from early in the teacher 

education program through the first year of teaching. For many teacher education 

programs seeking to strengthen their preparation of teachers for diversity, studies 

such as this one that explore cultural responsiveness will contribute to understanding 

what changes are needed. The checklist of Culturally Responsive Indicators and 

Strategies developed in this dissertation could provide a beginning for assessment or 

as a tool for preservice and in-service teacher reflection. 

Conceptual Framework 

 
 In this dissertation, the areas of teaching reading to students of diverse 

backgrounds, teacher vision, and sociocultural theory provide the framework through 

which I have analyzed my findings. In addition, I present a graphic representation of 
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my conceptions of the intersections of vision, practice, and context in student 

teaching. 

Teaching Reading to Students of Diverse Backgrounds 

 In elementary classrooms, reading instruction is a major daily occurrence 

(Pressley, Rankin, & Yokoi, 1996). How student teachers envision the teaching of 

reading could limit or enhance their ability to provide reading experiences that 

promote high achievement for students of diverse backgrounds. For example, drawing 

from the ethnographic work of Street, Au and Raphael (2000) argued that for teaching 

students of diverse backgrounds, viewing literacy as sociocultural practice allows for 

consideration of diverse background knowledge and literacy practices in diverse 

communities. Student teachers who consider valuable only reading such as that 

assessed by standardized tests, for example, or who hold deficit views (Irvine, 2003; 

King, 1994) may ignore other literacy practices from students’ cultural backgrounds 

on which they might build in the classroom. As Au and Kawakami (1994) 

summarized the issue:  

 Typical practices that appear ineffective for students of diverse 

  backgrounds are those that devalue the home language or dialect, rely too 

 heavily on classroom recitation, fail to recognize community variations in 

 styles of narration and questioning, and ignore peer group dynamics. Typical 

 practices often result because teachers have underestimated students' abilities, 

 which leads to a lowering of expectations and an emphasis on low-level skills 

 rather than higher-level thinking (p. 23). 
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 If student teachers do not draw on the knowledge and skills students bring with them 

from home, they could be limiting students’ opportunities to learn in meaningful 

ways. 

 A number of strategies have been suggested for quality reading instruction for 

students of diverse backgrounds. Although multicultural literature may currently be 

found in many classrooms (Au & Raphael, 2000), the presence of such literature is 

not enough.  In their review of research on literacy instruction, Raphael and Brock 

(1997) offered four observations they derived from literacy instruction research.  The 

four characteristics of quality literacy instruction overlap with key characteristics of 

culturally responsive instruction (Au, 2006), and culturally responsive teaching (Gay, 

2000).  They are 

 1) Quality literacy instruction occurs in meaningful contexts. 

2) Quality literacy instruction involves active student engagement in 

constructing meaning. 

3) Quality literacy instruction requires teacher knowledge of a repertoire of 

literacy instructional strategies. 

4) Quality literacy instruction involves dynamic and shifting conceptions of 

teachers’ and students’ roles in instructional encounters. (Raphael & Brock, 

1997, pp. 29-30.) 

 Both Au (2006) and Gay (2000) confirmed the need for culturally responsive 

instruction to occur in meaningful contexts. By bridging the students’ home 

experiences with those at school, curriculum and/or social process in the classroom 

can better reflect a context of learning that is meaningful to students (Au, 2006). An 
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example of curriculum change that aligns community funds of knowledge with 

achievement in school is the use of community bilingualism as a topic of written 

reports by English language learners (Moll, 1986). The use of “signifying” as a 

scaffold  for teaching literary interpretation skills (Lee, 1995), and the talk-story 

structure that Au (1980) used in reading lessons with Hawaiian children are examples 

of classroom social process providing a meaningful context. Such culturally 

responsive instructional practices help students of diverse backgrounds achieve 

school-determined educational goals while drawing on the context of their home 

cultures for meaning. 

 As teachers make the effort to connect classroom learning to the lived 

experiences of their students, they enhance students’ ability to learn in meaningful 

ways. Students from culturally diverse backgrounds require diverse programs that 

vary according to their need (Gay, 2000). This culturally responsive instruction would 

require teachers to use a wide range of literacy instructional strategies and materials. 

 In the literacy research they reviewed, Raphael and Brock (1997) found that 

roles of teachers and students were viewed as dynamic rather than static.  In culturally 

responsive literacy instruction, teachers include classroom processes that allow for 

participation in various combinations of large group, teacher- and student-led small 

groups, paired learning and individual and independent work time (Au, 2006).  By 

moving away from a traditional teacher-dominated instructional pattern to one with a 

variety of participation structures, culturally responsive teachers allow more 

opportunities for meaningful learning to take place. 
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 Research suggests that high-quality teaching for students of diverse 

backgrounds requires the same characteristics of any good teacher plus something 

more. It requires a vision of teaching that values students’ culture and language, 

encourages high levels of school success for students of diverse backgrounds, and 

builds bridges for students between home and school. Culturally responsive teachers 

ideally celebrate diversity in all they do by aiming to correct injustices inherent in our 

present educational system (Au, 2006). 

 In light of research literature that highlights many preservice teachers who are 

unwilling or unprepared to teach for diversity or who hold a deficit view of students 

of diverse backgrounds, more research is needed to explore how preservice teachers 

come to envision teaching students of diverse backgrounds, particularly in reading. In 

this dissertation study, my focus has been to understand the role of various factors, 

such as attitudes and beliefs, educational experiences, and intercultural experiences in 

developing a preservice teacher’s vision of teaching students of diverse backgrounds 

to read. This study also explored the intersections of vision, practice and context in 

student teachers’ development as reading teachers with an emphasis on whether 

culturally responsive teaching emerged. In the following section, I highlight 

theoretical underpinnings providing a foundation for this work and present a graphic 

representation of my conceptions of the intersections of vision, practice, and context 

in student teaching. 

A Sociocultural Perspective 

 This study draws on a sociocultural perspective as a way of framing the 

development of teacher vision and its enactment in student teaching practice. It 
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pertains to teacher learning as categorized by Cochran-Smith, et al. (2004), because it 

focuses on how a preservice teacher’s vision of teaching develops and how that vision 

intersects with reading instruction in a classroom context with students of diverse 

backgrounds. In some literature, teacher learning has been characterized as 

participation in sociocultural activity (Rogoff, Baker-Sennett, Lacasa, & Goldsmith, 

1995) or participation in a community of practice (Lave, 1996; Lave & Wenger, 

1991; Wenger, 1998). In contrast to thinking of learning solely as the cognitive 

processing of one individual, a sociocultural approach to understanding learning 

begins with the goal of explicating how human mental functioning relates to the 

cultural, institutional, and historical situations in which it takes place (Wertsch, 

delRio, & Alvarez, 1995), in other words, a situated perspective of learning. 

 The major characteristic that distinguishes the situated perspective is, 

according to Greeno (1998), a theoretical focus on systems beyond the behavior and 

cognition of an individual. As Cobb and Bowers (1999) articulated it, “A primary 

metaphor of the situated learning perspective is that of knowing as an activity that is 

situated with regard to an individual’s position in the world of social affairs” (p. 5). 

Brown, Collins, and Duguid (1989) agreed that situation is not separable from 

learning but rather a part of what is learned. 

 A sociocultural perspective has framed some previous research studies on 

teacher learning (Grossman, Smagorinsky, & Valencia, 1999; Lee, 2001; Putnam & 

Borko, 2000; Smagorinsky, Cook, & Johnson, 2003; Stein, 1997). The very nature of 

sociocultural learning theory allows for the social or cultural context of learning to be 

considered part of the learning process. These characteristics made a sociocultural 
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perspective suitable for this study because I explored how preservice teachers 

developed a vision of teaching, given their attitudes, beliefs, and experiences and how 

that vision intersected in various ways with their teaching practice and the context of 

their student teaching. In addition, their reading instruction in student teaching took 

place in an urban classroom with students of diverse backgrounds, which mediated 

their learning to teach in particular ways.  

Constraints of the context provided boundaries within which a participant 

learned more or less successfully to embrace the social practices of the classroom 

(Grossman et al., 1999) and address the contextual framework that surrounded them. 

Constraints are not necessarily negative in nature, but rather, work to provide 

structure. For example, the target urban school district mandates a balanced literacy 

program in all elementary classrooms. Although this would not be considered a 

negative structure, it nevertheless limits the kinds of instructional activities in which a 

teacher may engage. In this study, I examined the ways in which the student teachers’ 

visions and practices intersected with areas of the context such as the district reading 

requirements, the cooperating teacher, and the students and their cultures. 

The Nature of Practice in Student Teaching 

 From a sociocultural perspective, the delineations between vision, practice, 

and context are more fluid than perhaps in other theoretical frameworks. For example, 

Wenger (1998) defined the concept of practice as actions, in a historical and social 

context, giving meaning to what we do. He argued that all practice is social practice, 

which includes both what is visibly represented and what is assumed: 
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It includes the language, tools, documents, images, symbols, well-defined 

roles, specific criteria, codified procedures, regulations,….But it also includes 

all the implicit relations, tacit conventions, subtle cues, untold rules of thumb, 

recognized intuitions, specific perceptions, well-tuned sensitivities, embodied 

understandings, underlying assumptions, and shared world views” (Wenger, 

1998, p. 47). 

Wenger’s description of practice includes some portion of the local context. In 

student teaching, practice is the negotiation of meaning drawing on what came before 

(vision) and what is at hand (local context), creating a dynamic continuum 

surrounding vision, practice, and context. Practice is dynamic, especially for student 

teachers who are in a situation of learning in practice. Others have also contributed to 

defining and describing practice. 

Hammerness et al. (2005) described the challenge of putting teaching into 

practice:  

Developing an authoritative classroom presence, good radar for watching and 

interpreting what many different students are doing and feeling at each 

moment, and skills for explaining, questioning, discussing, giving feedback, 

constructing tasks, facilitating work, and managing the classroom – all at once 

– is not simple (p. 374). 

The authors stated that effective decision-making about how preservice teachers 

understand a topic or how they learn best emerges within practice in the classroom 

context. 
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Hammerness (2006) also talked about practice as the instruction, activities and 

achievements a teacher is able to accomplish in the current context. For Hammerness 

(2006) and Hammerness et al. (2005), practice is seen as the decisions and actions a 

teacher makes in the act of teaching within a particular context. Assumed in both of 

these perspectives is that teachers care about their students’ success and are driven to 

promote learning. This concept of practice goes beyond participation to include the 

motivation to help students progress in their learning. 

 Kennedy (2006) reported findings from a study of teacher practice, in which 

teachers identified six foci of their practice: 

1. Covering desirable content 

2. Fostering student learning 

3. Increasing students’ willingness to participate 

4. Maintaining lesson momentum 

5. Creating a civil classroom community, and 

6. Attending to their own cognitive and emotional needs. (p. 205). 

As in Hammerness (2006) and Hammerness, et al. (2005), the assumption within 

these concerns found by Kennedy (2006) is that teachers demonstrated a level of care 

and desire to promote learning. Buchmann (1989) also addressed this concept of 

practice, such as the practice of medicine, which goes beyond mere action to a level 

of care and quality toward the outcome.  In this sense, some teachers who “go 

thorough the motions” without true regard for the benefit of their students are not 

“practicing” teaching. 
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In my discussion of practice and context, I distinguish between the immediate, 

local context and the larger contextual framework, which I later define as context. 

Although the lines between what portion of context constitutes a part of practice and 

what constitutes the broader contextual framework are somewhat fluid, I draw on 

Wenger’s (1998) explanations of alignment and constellation of practices for 

understanding the difference. 

Wenger (1998) described the local context of practice as an alignment that 

coordinates “energy and activities in order to fit within broader structures and 

contribute to broader enterprises” (p. 174). The broader structure, for student 

teachers, is the established practice in their student teaching placement. This type of 

local context constitutes the student teacher’s immediate interpretations of events and 

situations that result in the actions they take in the classroom. For a student teacher, 

practice includes not only the specific actions of the instruction but also the 

understandings she brings to the situation and the constraints defined by being a 

newcomer participating in another teacher’s classroom. By this definition, the fluid 

lines between vision, practice and context are visible. For example, local context 

includes the anticipated role of a student teacher, or the pre-established classroom 

management or instructional framework in the student teaching classroom. 

Embedded in the term practice in my model is this idea of local context. 

Unlike other views in which dimensions of context are singled out as independent 

variables to be separated and accounted for, a sociocultural view of local context is 

more fluid and integrated into the essence of social practice. Also embedded in the 

term practice are the immediate expectations and intentions that lead to action in the 
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classroom. Drawing from these many descriptions of practice, I define practice as the 

student teacher’s actions and intentions to create an environment and activities that 

promote and advance student learning within the immediate context of teaching. 

The Context of Student Teaching 

As mentioned in the last section, contextual structures within the scope of 

local context or engagement (Wenger, 1998) are considered part of practice. For a 

student teacher, this would include the structure of the classroom already in place 

upon arrival. However, Wenger (1998) considered the broader contextual framework 

a constellation of practices, which could include many interconnected practices. For 

the student teachers in this study, these broader examples of context consisted of 

university requirements, district requirements, local culture, the experience and 

professional beliefs of the cooperating teacher1, parents and students, other 

professionals, and school resources. These examples constituted many of the coding 

categories that emerged from the data and define the contextual framework for the 

classroom teaching of these five student teachers. In this dissertation, I highlight the 

three most prominent contextual categories that emerged, which are the district 

balanced literacy requirements, the role of the cooperating teacher, and the cultural 

backgrounds of the classroom students. It is this broader contextual framework that I 

term context in this model of intersections.  

                                                 
1 The professional beliefs of the cooperating teacher are being divided between what she expects of the 
student teacher (local context as part of practice) and her own experience and beliefs as a teacher in the 
district (contextual framework or context).  
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Graphic Representation of Vision, Practice, and Context 

 A graphic representation of the intersection of vision, practice, and context for 

student teachers is useful for visualizing how each element intersects with the others. 

A sample graphic is shown in Figure 1 for explanatory purposes. A graphic 

representation for each participant may be found in Chapter Five with the description 

and analysis of intersections. 
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Figure 1. The intersection of vision, practice, and context in student teaching. 
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The outer box represents the sociocultural context of student teaching. Each 

circle represents one of the three elements that intersect in student teaching: vision, 

practice, and context. Several assumptions are inherent in this model. First, the model 

assumes that all student teachers have a vision of teaching. Because of their 

apprenticeship of observation (Lortie, 1975) and their completion of coursework for 

an elementary education degree, I assume they have some type of vision of teaching. 

Practice is assumed because of the requirements of student teaching, and context is 

assumed because of the placements in elementary classrooms. The dynamic 

relationship among the three elements allows for intersections among them, which is 

where learning occurs for the student teacher. A larger area of intersection indicates 

more opportunities for learning.  

The example of the model in Figure 1 shows all three elements as equal in 

size. Differences in the size of the circles indicate the relative importance of that 
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element for the student teacher. For example, if the vision circle is largest, the student 

is said to be vision dominant, that is, the student teacher’s vision of teaching reading 

drives practice. If practice is dominant, the student teacher’s actions and intentions in 

the immediate local context are more influential than the developing vision. If context 

is dominant, the vision and practice are shaped by the context. 

In addition to differences in size of the circles, their positions relative to each 

other may also be different. In Figure 1, the circles overlap to show how influential 

each one is to the other two elements. For example, practice may be shaped by vision 

or context or both. Vision may influence practice and be influenced by the context.  

Context may drive vision and practice as well. The sample in Figure 1 illustrates a 

student teacher whose vision, practice, and context intersect evenly and influence the 

other elements equally. 

The space at the intersection of the three elemental circles identifies the area 

of intersection. Different configurations represent the dominance of one element over 

the other two, with different implications for teacher education. Dominant elements 

are discussed further in Chapter Five. A student teacher does not have only one area 

of intersection, but rather, many areas of intersection based on her experiences in the 

classroom. Each graphic representation captures one intersection or a holistic 

representation of intersections for an individual. These graphic models assist in 

displaying the tendencies for each student teacher as well as comparing the 

participants to a model of culturally responsive teaching. 

Figure 2 shows a culturally responsive teacher. The circle representing context 

is the largest, indicating its dominance. The large areas of overlap show that context 
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shapes both vision and practice. The large area of intersection indicates greater 

opportunities for learning by the student teacher. The topic of culturally responsive 

teaching is discussed in Chapter Six. 

Figure 2. Intersections for a culturally responsive teacher. 
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Dissertation Overview 

 The well-documented cultural mismatch between teachers and their students 

makes preparing preservice teachers to teach students of diverse backgrounds 

imperative. To address the achievement gap, particularly in reading, students of 

diverse backgrounds need teachers whose vision and practice engender high-quality 

learning experiences that address the classroom and school context. 

 As teacher education programs continue to search for ways to better prepare 

teachers for diversity, it is important to understand how preservice teachers’ visions 

of teaching students of diverse backgrounds develop and then intersect with the actual 

classroom practice of teaching reading. This dissertation extends current research in 
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the area of how teacher vision develops and its relationship to reading instructional 

practice. Using a sociocultural perspective allowed for analysis of each student 

teacher with unique attitudes and beliefs, and educational and intercultural 

experiences as they entered student teaching. Looking at how their visions intersected 

with classroom practice and the context of student teaching strengthens the 

understanding of how to support student teacher learning under varying 

circumstances. 

 This dissertation consists of seven chapters that examine the intersections of 

vision, practice, and context in the student teachers’ development as reading teachers 

for students of diverse backgrounds. Chapter Two provides a review of the 

conceptual and research literature that frames this dissertation. First, the conceptual 

literature on teacher vision provides a lens through which to analyze how student 

teachers think about teaching reading to students of diverse backgrounds. To 

understand the factors that could influence a developing vision of teaching, the 

teacher education literature that addresses preservice teachers’ attitudes and beliefs, 

educational experiences, and intercultural experiences is reviewed. And finally, 

literature on culturally responsive teaching and on preparing culturally responsive 

reading teachers completes the foundation for this dissertation. 

 Chapter Three identifies the research tradition, methods, and types of analysis 

used in the study. Qualitative methods supported a multiple case study with 

individual and cross-case analyses of five student teachers from one undergraduate 

teacher education program placed in urban classrooms with students of diverse 

backgrounds. This chapter provides background information about the university 
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program, the district context and required balanced literacy program, and the profiles 

of cooperating teachers and students of each student teacher. 

Chapters Four and Five offer detailed analysis of the individual case studies. 

Chapter Four focuses on the individual visions of the participants and the factors that 

influenced the development of those visions. Chapter Five presents a detailed analysis 

of the specific intersections of vision, practice, and context experienced by each 

student teacher. This chapter also relies on the conceptual framework presented in 

Chapter One to present a graphic representation of the intersections for each student 

teacher, including how one element can emerge as dominant over the other two. 

Chapter Six looks across the five case studies to explore the major 

intersections that emerged in the experiences of all five student teachers. The 

intersections common to all participants were issues of classroom management, 

balanced literacy instruction, and students’ cultures. The details of these intersections 

raise concerns about the importance of culturally responsive teaching and the type of 

reading teacher education that could contribute to its development. In conclusion, 

Chapter Seven summarizes the findings and introduces the implications of this study 

including recommendations for preparing reading teachers for teaching students of 

diverse backgrounds and suggestions for future research. 

 Understanding how student teachers’ visions develop and change is important 

to improving their preparation, especially for teaching students of diverse 

backgrounds. As the capstone of teacher education, the student teaching experience 

plays a major role in the intersection of vision with practice and the context of the 

classroom. As Suzy declared, 
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When I got into my first reading class and learned about teaching reading, I 

had no idea!  I thought it would be so easy, but it’s not! I think my vision of 

teaching reading changes everyday because of my experiences in a real 

classroom” (Interview 1, 2/8/07). 

In the next six chapters, I present my interpretation of the stories of five student 

teachers, the intersections among vision, practice, and context, and their development 

as reading teachers for students of diverse backgrounds. 
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Chapter 2: Review of Literature 

 This dissertation draws from several areas of literature. First, the conceptual 

literature on teacher learning provides a lens of vision through which to analyze how 

preservice teachers think about teaching students of diverse backgrounds. Second, 

one area of literature on teacher education addresses the role of teacher education in 

preparing preservice teachers for diversity. This literature attends to the importance of 

attitudes and beliefs, educational experiences, and intercultural experiences and 

provides a foundation for understanding factors that might play a role in preservice 

teachers’ vision and, ultimately, their instructional practice. Third, the literature on 

culturally responsive teaching articulates goals with which to recognize how far 

preservice teachers’ vision takes them toward being culturally responsive to improve 

the quality of educational experiences for students of diverse backgrounds. Research 

on effective and high-quality reading instruction narrow the focus and provides a 

beginning point for culturally responsive instruction in reading. Finally, the literature 

on culturally responsive teaching looks more closely at practices that hold promise for 

excellent teaching for students of diverse backgrounds. These bodies of literature 

contribute to understanding the need for studying the visions of student teachers and 

the intersections of those visions with practice and context in urban classrooms with 

students of diverse backgrounds. 

Vision in Preservice Teacher Learning 

 In this section, conceptual literature on teacher vision is addressed first, 

followed by related studies of perspectives and finally, recent studies on teacher 

vision. 
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Conceptions of Teacher Vision 

 The conceptual literature on teacher learning includes various conceptions of 

teacher learning (Cochran-Smith & Lytle, 1999; Feiman-Nemser, 2001; Grossman et 

al., 1999; Hammerness et al., 2005; Hollingsworth, 1989; Shulman & Shulman, 

2004). Vision is one of the dimensions included in these teacher learning frameworks. 

Shulman and Shulman (2004), and Hammerness, et al. (2005) argued that preservice 

teachers need a vision of teaching to guide their practice. Grossman et al. (1999) 

characterized vision as mediating learning about teaching. For preservice teacher 

learning, analyzing beliefs and forming new visions is one of the five central tasks 

identified by Feimen-Nemser (2001). Specifically for learning to teach reading, 

Hoffman and colleagues (Hoffman, Roller, Maloch, Sailors, Duffy, & Beretvas, 

2005) reported the inclusion of a well developed vision as one common feature of 

excellent teacher preparation programs. As such, vision constitutes an important 

programmatic element for defining central ideals, values and ideologies for preservice 

teachers (Turner, 2006). 

 Shulman and Shulman (2004) described the development of vision as a goal 

and a standard with which to measure one’s own thoughts and actions. For Cochran-

Smith and Lytle (1999), “inquiry as stance” conceptualizes a vision of teaching that 

relies on teachers and preservice teachers to “envision and theorize their practice” by 

problematizing current educational practice (p. 289). Although Cochran-Smith and 

Lytle did not specifically call it vision, they argued that “teachers learn by challenging 

their own assumptions; identifying salient issues of practice; posing problems; 

studying their own students, classrooms and schools…” (p. 278). Hammerness (2006) 
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concurred that “like a mirror, teachers compare daily practice to their vision and 

recognize successes as well as identifying areas for improvement” (p. 3). In this 

context, vision could be described as the sociocultural connector that joins past 

experiences, present context and images of the future. 

 Hammerness (1999, 2003, 2004, 2006) characterized vision as images of what 

teachers hope could or might be in their classrooms and possibly in the greater 

community or society. In some cases, vision provides positive inspiration and 

motivation. For others, comparing their vision to their current teaching situation 

results in conflict between what they hope and what is real. According to 

Hammerness (2003), teachers’ visions can vary along three dimensions: focus, range 

and distance. Focus refers to how distinctly or clearly the vision is articulated. It can 

also refer to the particular area the vision encompasses. Range refers to how broadly 

or narrowly the area is considered. For example, a teacher may only envision her own 

classroom, but another teacher might envision her teaching as part of the broader 

community or system of education. Distance refers to how close or far the vision is to 

the teacher’s current involvement, such as daily experiences in the classroom. 

 Closely linked to these three dimensions of vision is the context in which the 

teacher is visioning, which constitutes whatever arenas are relevant to the teacher. By 

addressing context, it is possible to gain greater understanding of the circumstances 

under which teacher learning takes place, and vision changes practice. Duffy (2002) 

argued that visioning could be the key to outstanding teachers because “when 

teachers have a vision, they assume control over instructional decision making in 

order to achieve the mission” (p. 334). This dissertation explores how vision 
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developed in the early stages of teacher preparation, how vision changed through the 

student teaching semester, and the intersections of vision, practice, and context. It 

builds on previous studies of preservice teacher vision reviewed in the following 

section. 

Teacher Vision by Any Other Name 

Whether called personal theories, perspectives, or vision, how a preservice 

teacher views students and the teaching context is a lens through which to examine 

student teacher learning about diversity; however, I argue that the research on 

personal theories and perspectives is more limited, making the construct of vision 

appropriate for this study. In their PROTEACH program at the University of Florida, 

Ross, Johnson, and Smith (1992) assigned students a personal theory paper based in 

preservice teachers’ autobiographical writings, including significant educational 

experiences. These personal theory papers are designed to help students articulate 

their implicit views on teaching and learning. The assignment of a theory paper does 

contribute to making preservice teachers’ views of teaching explicit; however, that is 

its limit. It does not bridge from theory into classroom practice.  

 Some researchers have studied preservice teacher perspectives (Adler, 1984; 

Ginsburg & Newman, 1985; Goodman, 1985, 1988; Goodman & Adler, 1985; 

Tabachnick & Zeichner, 1984). Tabachnick and Zeichner defined teacher 

perspectives as the ways teachers think about their work and give meaning to these 

beliefs by their behavior in classrooms. Goodman (1988) wrote, "Teaching 

perspectives take into account how situations within classrooms are experienced; how 
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these situations are interpreted given the teacher's previous experiences, beliefs, and 

assumptions; and how these interpretations are manifested in behavior" (p. 121). 

 As part of a larger survey of student teacher beliefs related to six specific 

categories, Tabachnick and Zeichner (1984) interviewed and observed 13 student 

teachers over the course of their student teaching semester. The purpose of the 

research was to examine the sources of influence related to the development of 

perspectives and how perspectives changed during student teaching.  The researchers 

found that student teachers were able to respond in unique ways to their student 

teaching experiences. Tabachnick and Zeichner argued that an individual teacher’s 

classroom actions result from “a continual interplay between the intentions of 

individuals and institutional constraint” (p. 34). This research on teacher perspectives 

provides a beginning for understanding how teachers think about teaching; however, 

Tabachnick and Zeichner’s study is broad, ranging across many subject areas. In 

studying teacher vision, a focus on one specific subject area helps pinpoint how a 

developing vision intersects with the instructional practice in the classroom. 

Tabachnick and Zeichner also looked only at the individual as a unit of analysis. This 

dissertation considers the student teacher within the teaching context as the unit of 

analysis, offering a more complex view of how vision, practice, and context intersect. 

Studies of Teacher Vision 

 In the past decade, a few researchers have begun to study preservice teachers’ 

visions of teaching. Hammerness’ work (1999, 2003, 2004, 2006), for example, 

focused on “how emotion and cognition come together to shape teachers’ learning 

and their decisions about their professional lives” (2003, p. 3). Hammerness (1999) 
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surveyed 80 teachers and interviewed 16, from student teachers to veteran teachers. 

They represented the secondary subject areas of English, history, mathematics and 

science. The author found that teachers’ visions differed across three dimensions: 

focus, range, and distance. This work represents an important foundation in 

understanding teacher vision and its role in instruction and in the lives of teachers. 

However, it relies on data gathered only from secondary teachers – most of them with 

years of classroom experience. It is also important to understand how teacher vision 

develops for preservice teachers at the elementary school level. This dissertation 

study fills that gap. 

 Some research has paired vision with other constructs, such as identity, 

change, or philosophy and focused on a specific subject area (Letts, 1999; 

McLoughlin, 1998; Turner, 2006). In her study of undergraduate science methods 

students, Letts (1999) examined ways in which previous experiences in science 

shaped preservice teachers’ orientations toward science and how they envisioned their 

emerging identities as science teachers. Using narrative inquiry, Letts explored three 

cases from the 27 students in the class. Her purpose was to understand “how these 

students use their past experiences to theorize about their future practice” (p. 6). The 

author found more differences than similarities among the three cases; however, she 

discovered that previous experiences with school science did influence the students’ 

visions of their own future science teaching. This research is an example of 

examining how a particular factor contributes to teacher vision; however, a limitation 

of this study is that a short-term practicum accompanied the course. The author 
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acknowledged that the preservice teachers’ visions were “yet untested in the 

classroom” (p. 27). 

 McLoughlin’s (1998) phenomenological inquiry of one science student 

teacher explored the meanings the participant attached to her beliefs, intentions and 

actions in teaching and how they changed. In this case study, the researcher 

interviewed, observed, and reviewed documents of a student teacher she called Iris.  

McLoughlin reported the tensions between Iris’ philosophy of reform and the more 

traditional school context in which she was placed.  During her student teaching, Iris 

changed her teaching style from constant activity to occasional activity by students.  

She struggled with the boundaries defined by the accepted practices in her classroom, 

such as a traditional lecture format, and questioned her own goals, resenting the 

restrictions placed on her opportunities to teach in the way she envisioned. Iris 

learned that strategic compliance or avoidance of conflict was necessary for 

successful completion of her field experience. The author concluded that student 

teaching may provide opportunities to confirm professional images of teaching 

(visions) or those images may conflict with the context of the classroom or school. 

This study confirms that visions of teaching do intersect with practice and context in 

student teaching. 

Turner (2006) studied 20 preservice teachers in the context of a reading 

methods course. Her teacher research inquired into her preservice teachers’ visions of 

culturally responsive instruction using qualitative content analysis of course 

assignments. One assignment specifically asked students to articulate their vision or 

philosophy about teaching reading to students of diverse backgrounds. Turner found 



39  
 

that preservice teachers’ visions were characterized by three dimensions: challenge, 

purpose, and action. 

 These three studies contribute to understanding the role of teacher vision in 

the development of preservice teachers for specific subject area instruction; however, 

they also have certain limitations. Only one (Turner, 2006) focused on elementary 

preservice teachers. Lett (1999) and McLoughlin (1998) did not acknowledge the 

issue of a diverse student population in contemporary classrooms. McLoughlin comes 

closer to articulating how a vision changes within the student teaching context; 

however, it focused specifically on science teaching. Although Turner did focus on 

reading with students of diverse backgrounds, she did not follow the preservice 

teachers into student teaching to determine how their vision might change in a 

classroom context. This dissertation study followed student teachers as they 

developed their vision and practice of reading instruction in the context of urban 

classrooms with students of diverse backgrounds. 

Factors that Contribute to Teacher Vision 

 Research on teacher learning and preparing preservice teachers for diversity 

suggests that two major factors contribute to teacher vision: 1) previous experiences, 

including K-12 classroom experience as a student, coursework in teacher preparation 

with varied pedagogical approaches, and intercultural experiences that might come 

from personal exposure to individuals of diverse backgrounds or field experiences 

within teacher preparation, and 2) attitudes and beliefs preservice teachers bring with 

them into teacher preparation. In this section I review the factor of experience with 

research on preservice teacher learning. In the following section on preparing teachers 
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for diversity, I discuss the factors of attitudes and beliefs as well as teacher education 

experiences with research examples that specifically discuss diversity. 

Prior Experiences 

 Most preservice teachers have many years of classroom experience as a 

student. This prior experience in the classroom may contribute to their vision of 

teaching by giving them an unwarranted confidence in their understanding of 

teaching. Feiman-Nemser (2001) calls on Lortie’s (1975) concept of the 

apprenticeship of observation to highlight the need for preservice teachers to 

“critically examine their taken-for-granted, often deeply entrenched beliefs so that 

these beliefs can be developed or amended” (p. 1017). Only then can new images of 

what constitutes good teaching and a strong commitment to the profession be 

developed (Feiman-Nemser, 2001). 

 Understanding teaching based on a student’s perspective is quite limiting 

(Lortie, 1975). Although a preservice teacher might assume privileged knowledge of 

teaching based on having been a student, in reality, the claim is restricted in at least 

two ways. First, the special vantage point of a student allows for only superficial 

recognition of what a teacher’s job actually entails. A student may only see the 

external trappings of the actual work. Second, the students’ perceptions of the 

teacher’s motivations and intentions are likely to be based primarily on their own 

imagination, since it is doubtful that students have access to the teacher’s thought 

processes (Lortie, 1975). Lortie argued that “the apprenticeship-of-observation is not 

likely to instill a sense of the problematics of teaching – that students, because of the 

limits of their vantage point and empathetic capacity, will see it simplistically” 
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(Lortie, p. 65). This simplistic conception of teaching is likely to contribute to a 

simplistic vision of their own teaching. 

 Mary Kennedy (1999) also argued that preservice teachers base their 

interpretations and responses on a frame of reference developed as students. Research 

suggests that preservice teachers may espouse particular ideas about teaching but not 

necessarily act on those ideas (Kennedy, 1999). Acquiring knowledge for a new 

frame of reference may not provide the tools needed to actually respond. When 

preservice teachers have different cultural frames of reference from their students, 

simply recognizing differences may not necessarily result in cultural responsiveness 

in the classroom. Preservice teachers draw on their prior experiences to shape their 

vision of teaching. 

 Some case study research highlighted how previous images of teaching 

interact with educational experiences in teacher education (Denyer & Florio-Ruane, 

1995; Dooley, 1998). Denyer and Florio-Ruane described the case of one preservice 

teacher. Her vision of teaching, reportedly shaped by teachers she had growing up, 

conflicted with the new images of teaching she was learning in a literacy methods 

course. The authors suggested that preservice teachers can go through a “painful 

process of transformation” (p. 542). New ways of interacting with students, such as 

“listening and learning from students and not merely to assess factual recall and 

compliance” (p. 542) may alter the vision of teaching. The preservice teacher 

struggled with the question When am I teaching? because her entering vision 

conflicted with her newly learned role with students. 
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 Similarly, Dooley (1998) studied one preservice teacher he calls Scott. Dooley 

found that in a 10-week language arts field experience, Scott held images of teaching 

that conflicted with his experience in the classroom. Scott’s vision of himself as a 

teacher included attributes of creativity and flexibility; however, the vision did not 

include the planning and organization to support effective practice in the classroom. 

His K-12 school experience provided a vision of the visible attributes of creativity 

and flexibility without revealing the underlying organization and planning that 

contributed to teacher effectiveness. 

 These two studies suggest that teacher vision does intersection with classroom 

practice. One limitation of these studies is the absence of context as part of the 

analyses. They both focused on vision and practice without addressing the role of 

classroom context. This dissertation study includes vision, practice, and context as 

they intersect in student teaching. 

Educational Experiences in Teacher Education 

 One group of studies described preservice teachers’ experiences in negotiating 

their teacher preparation and practice in the classroom (Boyd, Boll, Brawner, & 

Villaume, 1998; Bruckerhoff & Carlson, 1995; Weaver & Stanulis, 1996). Boyd, et 

al. (1998) studied preservice teachers in both university classroom and elementary 

classroom settings as they developed a meaning-based philosophy of language arts 

instruction. Their visions of teaching intersected with practice in the elementary 

classrooms to shape their decision-making. The university class time allowed the 

preservice teachers to articulate visions developed in the elementary classrooms. 
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Weaver and Stanulis (1996) described the case of one student teacher they 

mentored as cooperating teacher and university supervisor. The mentoring was 

collaborative in nature. The alignment of the university literacy coursework and the 

teacher’s classroom practice contributed to a powerful student teaching experience. 

Although not without challenges, it provided opportunities for the student teacher to 

strengthen her vision of a workshop model of classroom reading and writing 

instruction. 

In contrast, Bruckerhoff and Carlson (1995) described a student teaching 

experience marked by loneliness and fear. The student teacher resorted to survival 

techniques to complete the 10-week placement. Clearly, the contrasting experiences 

would contribute to visions of teaching that differ in many ways. Findings of these 

three studies suggest that the nature of the teacher preparation and the teaching 

context, particularly the cooperating teacher, provide educational experiences that can 

shape teacher vision. 

Preparing Preservice Teachers for Diversity 

 Over the past thirty years, university-based teacher education programs have 

undertaken, to varying degrees, the challenge of preparing preservice teachers for 

diversity in the classroom. Because of the cultural differences between most 

preservice teachers and the students of diverse backgrounds they are likely to teach, 

much of the teacher education research in this area addresses attitudes and beliefs. In 

addition, since the inclusion of a multicultural education requirement to NCATE 2 

standards in 1987, teacher education programs have instituted course revisions and/or 

                                                 
2 NCATE is the National Council for the Accreditation of Teacher Education.  
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field experiences to meet those standards (Melnick & Zeichner, 1997). The research 

on preservice teachers’ attitudes and beliefs identifies the kinds of attitudes preservice 

teachers bring to teacher preparation and factors that may contribute to those views. 

Other studies examine particular course interventions and/or field experiences to 

determine whether particular methods assist in preparation for diversity. This 

literature provides a foundation for understanding additional factors that are likely to 

contribute to a developing vision of teaching. 

Attitudes and Beliefs 

 In her review of literature on the role of attitudes and beliefs on learning to 

teach, Richardson (1996) reported that changes in preservice and in-service teachers’ 

beliefs were influenced by the context of their teaching as well as their entering 

beliefs. Several reviewers of literature on preparing teachers for diversity confirmed 

the importance of attending to and, if necessary, challenging the attitudes and beliefs 

that preservice teachers bring with them into teacher preparation (Cochran-Smith et 

al., 2004; Grant & Secada, 1990; Hollins & Guzman, 2005; Zeichner & Hoeft, 1996). 

Pajares (1992) argued that teachers’ perceptions and judgments stem from prior 

beliefs and, in turn, contribute to classroom decisions that affect instruction. These 

findings suggest that attitudes and beliefs play a role in the developing vision of 

preservice teachers. 

 Several studies used survey methods to examine attitudes and beliefs of 

preservice and in-service teachers about diversity (Byrnes, Kiger, & Manning, 1997; 

Dee & Henkin, 2002; Gilbert, 1997). For example, Gilbert (1997) explored the 

knowledge and beliefs preservice teachers have about urban students, schools and 
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teachers. Using a questionnaire developed by the author, Gilbert surveyed 345 mostly 

White, female, monolingual students in teacher education programs across five states 

in the south, southwest, and mid-west. Concerning urban students, the author found 

that preservice teachers characterized them as rebellious, rude, dangerous, victims of 

negative homes, and unwilling to learn. Their beliefs about urban teachers were more 

positive, and they reported a belief that learning about the culture and economic 

conditions of urban settings should be part of urban teacher preparation. This study 

contributes to understanding the kinds of attitudes and beliefs preservice teachers 

bring into teacher education, which contribute to their development of visions of 

teaching. 

 Using the Language Attitudes of Teachers Scale previously created by the 

authors, Byrnes, Kiger, and Manning (1997) surveyed 191 in-service teachers across 

three states about their attitudes towards language diversity and linguistically diverse 

students. One of their findings was an association between experience working with 

language minority students and positive attitudes towards language diversity. Other 

results suggested that teachers with graduate degrees, formal training for teaching 

linguistically diverse students, and the region of residence were also associated with 

positive attitudes towards language diversity. The region associated with more 

positive attitudes was Arizona, a state with more cultural and linguistic diversity than 

the other two states, Utah and Virginia (Byrnes, et al., 1997). These findings point to 

educational and intercultural experiences as contributing factors in positive visions of 

working with language diversity. 
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 Dee and Henkin (2002) surveyed 150 preservice teachers to assess their 

attitudes toward cultural diversity before a multicultural education course. The 

authors were concerned with the extent to which characteristics and experiences with 

which preservice teachers enter explain differences in attitudes toward conditions of 

diversity. They found that attitudes toward social interaction were most important. 

Interest in casual activities with culturally diverse individuals (for example going to a 

movie or dinner together) was associated with positive attitudes towards 

implementing diversity initiatives in the classroom. Participants with a diverse set of 

friends and interest in more personal activities (e.g., roommate or dating) tended to 

report even stronger agreement with the social value of diversity. Dee and Henkin 

concluded that “learning opportunities that support and reinforce certain social 

interaction attitudes appear to hold promise in terms of facilitating the development of 

positive attitudes toward cultural diversity” (p. 35). These three studies confirm that 

intercultural experiences can contribute to teacher vision. 

 Three studies (Bondy, Schmidt, & Johnson, 1993; Groulx, 2001; Weisman & 

Garza, 2002) surveyed preservice teachers before and after a specific teacher 

education program or course. As an example of these pre-post studies, Weisman and 

Garza (2002) surveyed 158 preservice teachers in a multicultural education course 

with a field work component in one university in California. Their purpose was to 

assess the attitudes toward diversity of preservice teachers enrolled in a multicultural 

education course. Questionnaires were administered before and after the course. The 

survey examined attitudes and beliefs about 1) general issues of diversity, 2) 

classroom practices regarding diversity, and 3) inequalities that exist in society. 
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Preservice teachers said they gained knowledge about different cultural groups that 

might be helpful in the classroom, and 90% of participants indicated that the course 

increased their awareness and acceptance of diversity. However, many participants 

maintained their views that lack of academic success among minority students is the 

fault of the students and their parents. The authors concluded that one course has 

limited value in improving attitudes about diversity. 

 Cook and Van Cleaf (2000) studied the effects of differing student teaching 

experiences on preservice teachers’ perceptions of success in working with students 

and parents of diverse backgrounds. They found that preservice teachers in urban 

field placements with students of diverse backgrounds perceive themselves as better 

prepared to teach in diverse classrooms. Cook and Van Cleaf concluded that cross-

cultural experiences contribute to teacher preparation for diverse classrooms. These 

survey studies confirm an association between previous experiences, especially with 

culturally diverse individuals, and preservice teachers’ visions of teaching students of 

diverse backgrounds. However, they lack the fine-grained examination of how 

attitudes and beliefs interact with previous experiences. Wideen, Mayer-Smith, and 

Moon (1998) pointed out that changes in preservice teachers’ attitudes are not always 

in a direction desired by teacher educators. More research is needed to question how 

the previous experiences and beliefs of preservice teachers contribute to their vision 

of teaching. 

Course Interventions 

 A large number of qualitative studies explored particular pedagogical methods 

(or one or more in combination with a field experience) for challenging preservice 
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teachers’ attitudes about diversity. Causey, Thomas, and Armento (2000), Clark and 

Medina (2000), Johnson (2002), Richards (1992), Rogers, Marshall, and Tyson 

(2006), Smith, Moallem, and Sherrill (1997), and Swartz (2003) used 

autobiographical or other narrative writing. These studies provide insights into 

preservice teacher thinking about diversity. The autobiographical writing and 

discussions of those writings seemed to stir awareness in preservice teachers that may 

otherwise have been untapped. Especially when coupled with the intercultural 

experience of an urban field placement, authors found changes in preservice teachers’ 

visions of teaching students of diverse backgrounds. Two examples are given below. 

 Smith, Moallem, and Sherrill’s (1997) stated purpose was to understand the 

backgrounds and experiences of preservice teachers enrolled at a medium-sized 

university in the south-eastern United States. Students in two education courses 

participated in the study, which included writing an autobiography. Students received 

a model of how people might be socialized into oppressive beliefs and asked to apply 

the model to their own lives. Results of analysis showed that prior experiences, 

especially cross-cultural experiences played a role in the beliefs of the participants. 

 Clark and Medina (2000) examined attitudes of secondary education students 

in a course on language, literacy and culture. Their purpose was to determine how 

students’ understandings of literacy and multiculturalism are mediated through 

reading and writing literacy narratives. Eight students analyzed the relationship 

between a text and their own reflections on personal identity. Positive attitudes 

resulted, and the authors identified shifts in the students’ understanding of literacy 

and multiculturalism as well as new understandings of their own roles in teaching. 
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These studies suggest a connection between the course intervention and changing 

attitudes; however, the preservice teachers’ new-found understandings were not 

followed into actual classroom practice. 

 Several studies offered preservice teachers opportunities for reflection 

(Causey et al., 2000; Harrington & Hathaway, 1995; Risko, Roskos, & Vukelich, 

2002; Rodriguez, Sjostrom, & Alvarez, 1998). For example, in a literature methods 

course, Risko and her colleagues (2002) examined strategies used by preservice 

teachers to guide reflection. Using levels of reflection identified by Habermas, the 

authors discovered a pattern of students’ using their personal experiences, beliefs, and 

values to guide their reflections. The authors expressed concern over the “role of prior 

knowledge and narrow visions of teaching and learning that often intrude or impede 

the taking on of new perspectives” (p. 165). Consistent with other research in this 

group using reflection to encourage preservice teachers change, these findings 

suggest that even with reflection, previous experiences are likely to influence the type 

of teacher vision that a preservice teacher develops. 

 A third group of studies researched classroom dialogue that challenges 

attitudes and beliefs (Causey et al., 2000; Rogers et al., 2006; S. A. Smith, 2002; 

Swartz, 2003). Causey, et al. (2000) used structured discourse to support preservice 

teacher learning in an urban field placement. Smith (2002) used discussion of 

multicultural literature to spark discussion about visions of teaching. Rogers and 

colleagues (2006) used dialogic narratives to understand how preservice teachers 

develop professional identities. Swartz (2003) provided an example of classroom 

discourse as an intervention that might contribute to stimulating preservice teachers 
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into challenging their preconceptions about diversity. The authors of these studies 

concluded that more than superficial attention to issues of diversity is required in 

teacher education courses in order to affect change. These studies suggest that long-

term change of attitudes requires specific interventions over an extended timeframe. 

Short of such interventions, teacher vision is likely to be based on early attitudes and 

beliefs. 

Urban Field Experiences 

 Studies that focus specifically on urban field experiences (Bondy, et al., 1993; 

Epps & Ganser, 1993; Fry & McKinney, 1997; Marxen & Rudney, 1999; Olmedo, 

1997; Proctor, Rentz, & Jackson, 2001; Tiezzi & Cross, 1997; Valli, 1995) provide 

insights into the interaction of incoming attitudes and beliefs with actual classroom 

experience with students of diverse backgrounds. These studies reported mixed 

findings, however, as a group, they suggest that high-quality inter-cultural 

experiences can influence a preservice teachers’ vision of teaching. 

 Valli (1995) studied nine White secondary student teachers placed in 

classrooms with students of diverse backgrounds. Their responses to the cross-

cultural experiences varied, and Valli found that both ends of the If you don’t see the 

color, you don’t see the child/Teachers should be color blind dichotomy can be 

problematic. Valli suggested the importance of cross-cultural experiences to open 

preservice teachers to questions of race and to reconstruct their visions of 

understanding teaching and students. 

 Olmedo (1997) is a good example of urban field experiences coupled with 

reflections that provided a basis for teacher educators to assess the preservice teacher 
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learning taking place. Comparing student journals and essays before and after an 

urban field experience allowed Olmedo (1997) to determine changes in preservice 

teachers’ attitudes about diverse students and urban classrooms. The author’s purpose 

was to challenge the deficit views held by many preservice teachers about urban 

schools and students of diverse backgrounds. The participants were 24 White 

preservice teachers from a large, urban university in the Midwest. Themes discovered 

by Olmedo (1997) in her preservice teachers’ writings before beginning an urban 

field experience were 

1. Discipline the unmotivated – the idea that urban students are not motivated to 
learn, leading to an overly controlled environment 

 
2. Pity the victim – the notion that students of color from the city have so many 

problems from their environment, it is impossible for them to learn. 
 
3. Be colorblind – the idea that teachers that “see only children” will be fair to 

all students, denying any need to differentiate instruction based on race, 
religion, or ethnic identities of students. 

 
4. The system is the problem – the idea that teachers and students want to teach 

and learn, but they are hindered by institutional barriers.  
 

Olmedo (1997) found that as the semester progressed, preservice teachers challenged 

their own previous assumptions and concluded that in urban settings, 1) children want 

to learn, 2) good teaching can happen in urban schools, 3) diversity exists even within 

ethnic and racial groups, and 4) being color blind is not good pedagogy. Olmedo 

concluded that the field experience coupled with appropriate coursework holds 

promise for helping preservice teachers challenge their assumptions about diverse 

students and urban classrooms.  

 Similar conclusions were drawn by Marxen and Rudney (1999) in a study of 

an urban field experience for rural preservice teachers. The one-week immersion in 
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Chicago included evening debriefings with course professors and collegial support, 

which helped preservice teachers overcome initial misgivings. Marxen and Rudney 

suggested that without the opportunities for reflection and debriefing, participants 

might have had trouble getting beyond their initial negative visions. 

 Even with opportunities for reflection, some preservice teachers’ attitudes 

may not change through experience. Tiezzi and Cross (1997) explored the attitudes 

and beliefs about urban teaching by 48 preservice teachers and how an urban field 

experience supported or inhibited the preservice teachers’ examination of their 

beliefs. The urban field placement was held during the initial teacher preparation 

course at the University of Wisconsin – Milwaukee. The course included 

autobiographical and reflective writings, course readings about diversity, and the 

observation in urban classrooms. The authors highlighted the story of Patty, one 

preservice teacher, who had a very strong vision of teaching throughout the course. 

Patty’s vision included idealized views of teaching and a desire to teach “white 

children because it is rumored that they are the smartest and easiest to teach” (p. 120). 

Clearly, Patty’s attitudes and beliefs overshadow her experience in an urban setting. 

However, this experience took place during the first teacher preparation course in 

Patty’s program. This study suggests that attitudes may not change even with urban 

field experience; however, the study did not follow Patty through her program to 

determine whether additional experiences might contribute to change. The different 

results in these studies suggest that factors not addressed may contribute to how 

preservice teachers envision teaching. For example, personal background, personal 
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characteristics, and the apprenticeship-of-observation are likely to contribute when 

they are in opposition to teacher preparation experiences. 

 This group of studies sheds light on the complex nature of dealing with 

changing attitudes and beliefs of preservice teachers. As a whole, they provide a 

wealth of knowledge of how teacher educators work to prepare their preservice 

teachers for teaching students of diverse backgrounds. However, the results of the 

studies are uneven. What is clear is that the various attitudes and beliefs, prior 

experiences and educational experiences influence how preservice teachers envision 

their role as a teacher, their prospective students and the schools in which they expect 

to teach. This backdrop of teacher education research confirms that multiple factors, 

some not within the control of teacher educators to change within a semester, interact 

in complex ways with the development of a preservice teacher’s vision of teaching. 

McCall (1995) looked at factors that might contribute to the vision preservice 

teachers have of teaching students of diverse backgrounds. She examined how 

preservice teachers understand multicultural and social reconstructionist ideas within 

a social studies methods course. McCall highlighted the findings from two students 

who were particularly open to multicultural education and the related course 

activities. Both students reported previous experiences of discrimination from their 

own backgrounds. McCall argued that the participants’ backgrounds played a 

significant role in their visions of diversity. 

Gay and Howard (2000) argued that teacher educators have a responsibility to 

prepare all teacher candidates for diversity in the classroom. Doing so would help 

minimize low expectations and unwillingness to teach students of color as well as 
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increase cultural sensitivity and the ability to use students’ cultural resources in the 

classroom (Cochran-Smith et al., 2004).What is missing from the teacher education 

research for preparing teachers for diversity is an exploration of the relationship 

between preservice teachers’ vision and classroom practice, specifically as it relates 

to culturally responsive reading instruction. From previous literature, three factors 

have emerged that seem to contribute to the visions of preservice teachers for 

teaching students of diverse backgrounds: attitudes and beliefs, educational 

experiences, and intercultural experiences. 

Literacy Teacher Education 

 In the area of literacy, studies on preservice teacher learning also contribute to 

understanding how the context of teaching interacts with factors that contribute to 

teacher vision (Brock, Moore, & Parks, 2007; Grossman, Valencia, Evans,Thompson, 

Martin, & Place, 2000; Xu, 2000). 

 Grossman et al. (2000) studied beginning teachers from their last teacher 

education year through their first years of teaching as they taught writing. They used 

group interviews, classroom observations and document review as data sources. The 

researchers found that teacher education did provide conceptual tools the teachers 

needed to teach writing, such as the importance of ownership, concepts of 

scaffolding, writer’s workshop, and process writing. These broad concepts for 

teaching writing, however, were not accompanied by the necessary practical tools, or 

specific strategies, for implementation in the classroom. Grossman and colleagues 

suggested that the acquisition of broad conceptual tools helped preservice teachers 

create a vision for teaching writing. Instructional practice, however, requires concrete 
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strategies. They found that more practical tools were acquired in the second year of 

teaching, and that the context of teaching could support or hinder continued learning 

by the new teacher. This study underscores the need to understand the intersections of 

vision and practice in learning to teach in particular contexts. 

 In her case study of three preservice teachers in a literacy methods course, Xu 

(2000) used autobiography, case study writing, and field experience with reflection to 

examine issues of diversity. In her methods course, Xu used strategies that foster 

respect for cultural, linguistic, and life experiences of students. Xu found varying 

changes in preservice teachers’ perceptions of students of diverse backgrounds related 

to their own backgrounds. The participant she calls Betty, for example, developed 

new visions of teaching literacy to students of diverse backgrounds: 

 Elsie’s notion of teaching literacy was applied generally to all students 

  but not specifically targeted toward diverse students. Lena viewed a student’s 

primary language as an obstacle to her literacy teaching. Unlike Elsie and 

Lena, Betty had developed a view of literacy teaching for diverse students 

with an emphasis on the roles of teachers and schools (Xu, 2000, p. 525). 

Most recently, Brock, Moore, and Parks (2007) studied preservice teachers’ 

responses to literacy needs of students of diverse backgrounds. The research 

questions asked what topics preservice teachers discuss when debriefing literacy 

instruction and what the preservice teachers’ conversations reveal about their 

enactment of literacy with these students. Data sources included written lesson 

reflections and field notes from observations. By providing guided reflection 

opportunities after seven small-group literacy teaching events, the 
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researchers/instructors were able to scaffold their students’ learning and determine 

how effectively the course readings and activities were supporting preservice teacher 

learning in their practicum. Brock and colleagues (2007) found the two teams differed 

in their enactment of literacy instruction across three dimensions:  

1) Knowledge about children as individual learners 

2) Knowledge of relationship between learners and lesson content/structure 

3) Knowledge of selves as teachers. 

One of the teaching teams more effectively enacted literacy instruction for their 

students of diverse backgrounds through what the authors termed contextualization, 

defined as depending on classroom context to inform and affect strategic 

implementation of literacy instruction (Brock, et al., 2007). The major discussion in 

this article surrounded the researcher/instructor’s perceived failure of her preservice 

teachers who had unsuccessful literacy teaching experiences and failed their students 

of diverse backgrounds. However, pertinent to this study is the parallel between 

contextualization and cultural responsiveness.  The preservice teachers who were 

successful displayed a consistent “interplay between learner, the instructional moves 

of the teacher, the subsequent response of the child, and the modification of 

instruction….” (Brock, et al., 2007, p. 911). Interesting in these findings is that the 

differences between the more successful and less successful teaching teams were 

apparent to the researchers early in the study, pointing to the possibility that personal 

characteristics might be a factor. 

Barr, Watts-Taffe and Yokota (2000) argued that traditional definitions of 

teaching may be called into question in the changing context of increasingly diverse 
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classrooms. Teacher educators need to remain open to new ways of responding to 

their students just as classroom teachers must. These studies suggest that factors such 

as personal characteristics, prior knowledge and experiences of all kinds may 

contribute in complex ways to a teacher’s vision; however, the relationship between 

vision and context and how they mediate classroom instruction in student teaching 

remains to be researched. 

Teaching Reading to Students of Diverse Backgrounds 

 I turn now, away from preservice teacher learning, to research on the teaching 

of reading in elementary classrooms. Many points of intersection exist between what 

characterizes effective reading instruction in general and reading instruction effective 

with students of diverse backgrounds in particular. As the research suggests, some 

characteristics of or strategies used by teachers who are effective in teaching reading 

to students of diverse backgrounds could also be characterized as culturally 

responsive. 

Literacy Practices in Elementary Classrooms 

 What constitutes effective literacy instruction in primary classrooms has been 

a subject of study during at least the last four decades (Pressley et al., 1996; Stahl, 

2002).  In determining the characteristics of effective literacy practice, many research 

studies have explored either the effectiveness of whole language programs or that of 

programs based on phonemic awareness, phonics, and letter-sound association 

(Pressley et al., 1996). More recent studies have surveyed classroom literacy teachers 

to determine precisely what methods effective teachers use. The literature on literacy 
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instruction includes large-scale survey research (Pressley et al., 1996; Pressley et al., 

1997) and smaller scale observational studies with data from classroom observations 

and in-depth interviews (Topping & Ferguson, 2005; Wharton-McDonald, Pressley, 

& Hampston, 1998). 

 Working from the premise that expert teachers would understand literacy 

instruction in a way that less-expert teachers might not, Pressley and colleagues 

(1996) asked reading supervisors to nominate effective teachers of literacy in their 

school districts. The nominated teachers, from all sections of the country, were asked 

to identify 10 specific instructional practices they used for three groups of readers: 

good, average and weak. Following the initial survey, the participants received a 

second survey consisting of categories developed from the 300 practices identified in 

the preliminary survey. Teachers were asked to measure the frequency of their use of 

each of the instructional practices on a seven-point Likert scale from never to several 

times daily. Of the 135 teachers first contacted, 113 completed the first survey, and 86 

kindergarten, first, and second-grade teachers completed the second survey. 

Responses covered six areas: 1) learning environment, 2) teaching processes, 3) the 

teaching of reading, 4) the teaching of writing, 5) motivation, and 6) accountability. 

Findings are summarized below. 

 Teachers reported print-rich classrooms. They had classroom libraries, chart 

stories and poems, posted word lists, signs and labels, and learning centers for reading 

and/or writing.  The classrooms included stories read to children daily, stories told to 

students, and stories on audio and video tape for children to enjoy.  Teachers reported 
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the use of modeling not only of reading but also of comprehension strategies, the 

writing process, and their own love of reading and writing. 

 Various methods of grouping were reported, including whole-group, small-

group, individual instruction, and individual seatwork as part of literacy instruction 

time. Few teachers used a traditional three-group approach. Teachers claimed 

sensitivity to their students’ differing learning styles, adjusting instruction to 

accommodate them and identifying and teaching a mini-lesson at the moment they 

needed it. Teachers reported using themes to integrate reading across the curriculum 

and providing extension activities. In the area of phonics and other skills, most 

teachers reported teaching them in the context of authentic reading and writing 

activities but did report some use of games and puzzles to teach isolated skills or 

provide practice. 

 For vocabulary building, most teachers reported helping students develop new 

vocabulary in the context of reading and writing. Teachers used varied reading and 

reading-related activities, including shared reading, big books (less as grade level 

increased), read-alouds to other students and adults, poetry, trade books, basals, silent 

reading (more as grade level increased) discussions of stories and literature, and book 

sharing.  Outstanding children’s literature, some poetry, and a little expository 

material comprised most of the text read. Use of basal readers varied, as did the use of 

phonics practice books (less as grade level increased). 

 Students in these teachers’ classrooms reportedly wrote stories and responses 

to readings along with some journaling and poetry writing. Use of the writing process 

increased with grade level increase as did teaching of conventions of writing. Only 
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30% of teachers reported using the computer in the teaching of writing.  Teachers 

encouraged motivation for reading and writing with their students. They collected 

portfolios as well as assessing comprehension. Teachers also reported regular 

communication with the child’s home about literacy. 

 These authors (Pressley et al., 1996) related their findings to previous research 

to substantiate the survey results. Given that outstanding teachers use such a diverse 

array of strategies and techniques, Pressley and his colleagues called on teacher 

education to equip preservice teachers with an understanding of how to use many 

approaches and strategies to balance their literacy instruction. The authors identified 

some limitations of the study. For example, they conceded that surveys provide 

information that is somewhat detached from real experiences in the classroom, so the 

authors designed an observational study of first-grade classrooms to look in-depth at 

literacy practices as they actually occurred. Adding a more in-depth analysis of 

observed classroom practice is helpful for understanding how specific classroom 

contexts might affect teaching and learning. 

 The Pressley research group undertook an observational study of nine first-

grade teachers (Wharton-McDonald, et al., 1998). Four suburban school districts with 

little racial diversity participated in the study. Rather than relying on input from 

outstanding teachers alone, this study examined instructional practices in classrooms 

of teachers considered either exceptional in promoting literacy among students or 

more typical or average at helping students gain literacy. The sample began with ten 

teachers, and nine completed the study. Researchers used observation and student 

achievement to determine which teachers belonged in the outstanding category. As 
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the classroom observations and interviews progressed, researchers evaluated the 

reading levels, writing levels, and engagement of students in each class and 

designated the teachers in three achievement groups. The characteristics of high 

achievement (outstanding) teachers were compared to characteristics of the other 

teachers. 

 Interestingly, the classrooms contained many similarities irrespective of the 

teacher’s effectiveness as determined by student achievement. All or most of the nine 

classroom teachers used some direct instruction in phonics skills and made trade 

books available in the classroom. All teachers modeled a love of reading, and most 

used writing process techniques, spelling programs, and some worksheets. Many 

teachers arranged classrooms in similar ways, with grouped desks and a larger table 

for small group activities with the teacher. All but one teacher used positive 

reinforcement, and every teacher showed caring behaviors toward their students and 

promoted contact with parents. 

The three outstanding teachers, however, differed in specific ways from less 

effective teachers. They consistently demonstrated high levels of the following 

characteristics: “Instructional balance, instructional density, extensive use of 

scaffolding, encouragement of self-regulation, thorough integration of reading and 

writing activities, high expectations for all students, masterful classroom 

management, awareness of purpose of practices” (Wharton-McDonald et al., 1998, p. 

127). Because of the complexity of the teaching and learning in a first-grade 

classroom, the authors were not surprised that effective practice requires many 

strategies. These outstanding teachers demonstrated practices and beliefs consistent 
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with a balanced approach to literacy. Balanced literacy is mandated in the urban 

district that constitutes the context of this dissertation study and is consistent with 

guidelines for culturally responsive reading instruction (Au, 2006). It is consistent 

with guidelines but not sufficient. Culturally responsive literacy instruction is 

effective teaching plus “something more.”  

 A limitation of the Wharton-McDonald, et al. (1998) study is the lack of 

diversity in the student population.  The context of the school and school district 

policy may be factors in determining to what extent a teacher implements a balanced 

approach to reading instruction. In these four school districts, specific policy was not 

uniform and in some cases unclear. In this dissertation study, the urban district has a 

mandated curriculum of balanced literacy. Whether the “something more” that 

constitutes cultural responsiveness emerged in the vision and practice of the five 

student teachers is discussed in Chapter Six.  

High-Quality Literacy Instruction 

 In their review of research in literacy instruction, Raphael and Brock (1997) 

derived four characteristics of quality literacy instruction: 

1. Quality literacy instruction occurs in meaningful contexts. 

2. Quality literacy instruction involves active student engagement in 

constructing meanings. 

3. Quality literacy instruction requires teacher knowledge of a repertoire of 

literacy instructional strategies. 

4. Quality literacy instruction involves dynamic and shifting conceptions of 

teachers’ and students’ roles in instructional encounters (p. 29-30). 
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These four characteristics synthesize how research reports on the “knowledge and 

beliefs about literacy instruction, about the roles of teachers and students, the content 

we teach, and the contexts in which teaching and learning occur” (Raphael & Brock, 

p. 29). These four characteristics suggest a connection between the quality literacy 

instruction identified by Raphael and Brock and effective reading instruction as 

described by Pressley and colleagues. The research on effective teachers of literacy 

includes meaningful contexts, such as using themes to integrate reading across the 

curriculum, providing extension activities, and the use of outstanding children’s 

literature and stories written by the students themselves. Effective reading teachers 

actively engage students in constructing meaning through authentic reading activities.  

 Unlike more traditional teacher-centered classrooms, the classrooms of these 

effective teachers encouraged a more constructivist environment. As student teachers 

develop visions of teaching reading, it is important to determine whether their visions 

include characteristics of cultural responsiveness beyond those included in and 

associated with effective or high quality reading instruction – the elusive “something 

more” that identifies a culturally responsive reading teacher. 

Culturally Responsive Teaching 

 Various terms have been used to identify concepts of teaching based on 

attention to students’ culture, such as culturally appropriate, culturally congruent, 

and culturally compatible (Ladson-Billings, 1998). Gay and Howard (2000) and 

Villegas and Lucas (2002a, 2002b) used the term culturally responsive teaching to 

identify similar concepts.  Ladson-Billings (1998) argued that of these various terms, 

only culturally responsive suggests a dynamic step toward bridging the divide 
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between home and school cultures because it relates the cultural divide not only to 

differences in language patterns but also to larger social and institutional inequities. A 

number of studies highlight effective teaching practices for students of diverse 

backgrounds (Au, 1980; Irvine, 1990; Jimenez & Learning Point Associates, 2005; 

Lee, 1995, 2001; Moll & Gonzalez, 2004).  

 In this section, I begin by describing some of the major contributions to this 

area of research. In many cases, the studies have contributed to theorizing about an 

appropriate instructional stance taking students’ culture and language into account. 

These researchers have studied teachers and articulated a variety of characteristics in 

common for culturally responsive instruction. 

 Ladson-Billings’ (1994) ethnographic work with successful teachers of 

African American students highlighted many aspects of the teachers’ knowledge, 

dispositions and practices. This research contributes to the propositions articulated in 

her emerging theory of culturally relevant pedagogy. Here, I focus on three 

dimensions of culturally relevant teaching practices: 1) how teachers structure their 

relationships not only with their students but also with their community, 2) how they 

help students create knowledge, and 3) how they perceive themselves and their 

students. Ladson-Billings found that successful teachers of African American 

students connect with all their students in ways that encouraged a community of 

learners. They encourage students to work together cooperatively and be responsible 

for one another rather than compete with each other. The relationship between 

teachers and students flows beyond the classroom and into the community. Ladson-

Billings found conceptions of knowledge in these successful teachers that represent a 
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continuous cycle of creation and recreation. Rather than considering students as 

empty vessels to be filled with knowledge, these teachers draw from the prior cultural 

knowledge of students.  

 Irvine (1990) identified some strategies associated with high achievement for 

students of color, such as attention to aspects of ethnicity that could inform 

instruction, adherence to characteristics of good teaching identified in teacher 

effectiveness research, elimination of tracking, cooperative learning with 

heterogeneous grouping, and enhancing parental involvement in their children’s 

academic achievement.  Irvine describes the uneasy relationship between teachers and 

students as a lack of cultural synchronization. Ladson-Billings (1994, 1995, 2001) 

has characterized teaching to address the needs of diverse students as culturally 

relevant pedagogy. In designating her emerging theory as culturally relevant, Ladson-

Billings (1998) built on Villegas and Lucas’ assertion of social inequities but also on 

Irvine’s (1990) broad based work that rejects a cultural deficit model and calls for 

“committed, caring, dedicated, well-trained teachers who are not afraid, resentful, or 

hostile and who genuinely want to teach at these schools” (p. 124). Three areas of 

concern frame Ladson-Billings’ theory of culturally relevant pedagogy: student 

achievement, cultural competence, and critical consciousness (Ladson-Billings, 1995, 

1998, 2001). These three criteria for student achievement are the goals of a culturally 

relevant teacher, but what must a teacher be and do to create those accomplishments 

with students? 

 Other research on culturally responsive instruction has been reviewed by Au 

(2006), including her own work on the use of “talk story” with Hawaiian children. 
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She addressed a question that concerns teachers whose classrooms hold students from 

different cultures rather than just one. How can a culturally responsive teacher attend 

to each of the different cultures represented? Her answer was that “culturally 

responsive instruction does not involve duplicating home and community settings in 

the classroom [but rather] combining elements from the students’ home cultures with 

elements typical of the classroom and academic learning” (Au, 2006, p. 116). She 

argued that although principles of good teaching may be widely applicable, culturally 

responsive teachers choose good pedagogical practices, such as tapping prior 

knowledge of students or building positive relationships with students, as they apply 

to the particular cultural backgrounds of students. For example, the best approach to 

building a positive relationship with a student from one particular background may be 

entirely different from how to achieve the same goal with other students. Teachers 

must have visions of teaching that include attention to the needs of each child in the 

context of his/her cultural background. 

Preparing Culturally Responsive Teachers 

 Villegas and Lucas (2002a, 2002b) articulated six characteristics as a model 

for preparing culturally responsive teachers. Those characteristics are (a) 

sociocultural consciousness, (b) an affirming view of diverse students, (c) recognition 

of self as a change agent, (d) understanding of knowledge construction, (e) 

knowledge of one’s students, and (f) use of instructional design based on students’ 

prior cultural knowledge. Developing a sociocultural consciousness begins with a 

teachers’ examination of her own identity and responses to the reality of inequitable 

schooling and that “differences in social location are not neutral” (Villegas & Lucas, 
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2002b, p. 22). A teacher who exhibits an affirming attitude toward students from 

culturally diverse backgrounds facilitates students’ ability to maneuver within the 

dominant societal structures to ensure their success under current power differences 

while accepting their language and experiences as valuable. 

 Villegas and Lucas, after Fullan, see “change agency as a moral imperative” 

(2002b, p. 24). As teachers recognize and embrace the political nature of schooling, 

they may work for changes to the current inequitable conditions. Viewing knowledge 

from a constructivist perspective, knowing about students, and designing instruction 

based on students’ cultural backgrounds assume that a teacher values the knowledge 

brought from a student’s background as a basis for new learning. Moll and Gonzales 

(2004) term the wealth of knowledge embedded within communities funds of 

knowledge, which deserve attention as the valuable assets they represent. As teachers 

tap students’ prior experiences and knowledge, they help build bridges between the 

cultural knowledge from students’ lives outside school to new material introduced at 

school (Villegas & Lucas, 2002b). 

 These six characteristics overlap in their usefulness for supporting students in 

the three areas addressed by Ladson-Billings (1995, 1998, 2001). A teacher who is 

conscious of the sociocultural factors that influence students’ achievement in school, 

who affirms each individual and her ability to learn, regardless of background, and 

who identifies as an agent of change, is likely to work toward a high-level of 

academic achievement for all students. Likewise, a teacher who understands the 

constructive nature of knowledge, who knows who her students are and how they 

learn best, and who is able to tap into prior knowledge brought by students, may be 
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expected to design instruction that allows for infusion of culturally relevant activities 

and references rather than requiring a rejection of the students’ own cultural 

references and communication styles. And finally, a teacher who recognizes the 

inequities inherent in social structures, who recognizes herself as a change agent and 

who knows her students may provide students with opportunities to critique the 

institutional decisions that affect their lives. The goal of teacher educators must be to 

encourage the development of visions of teaching reading that include these culturally 

responsive attributes. 

Culturally Responsive Reading Instruction 

 In arguing for culturally responsive reading instruction, Au (2000) pointed out 

the need for equity and excellence particularly in student literacy achievement. 

Prominent in the search for equity and excellence is culturally responsiveness. She 

argued that building on students’ home language and culture is needed, especially 

when students of diverse backgrounds suffer a mismatch between home and school 

cultures. Au (2000) clarified the idea that culturally responsive instruction does not 

mean exactly reproducing home literacy situations but rather connecting to the 

patterns of participation and values of the home culture. She reported positive results 

when  

 … teachers accepted and built on students’ home language; structured 

interaction with  students in a manner consistent with their home values; kept 

expectations high and focused on meaning-making rather than lower level 

skills; recognized that storytelling and question answering may take different 
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forms in different cultures; and capitalized on students’ ability to learn from 

peers (p. 838). 

Au expected teachers’ visions to lead them to address students’ needs by choosing 

high-quality, effective practices and using them as appropriate, given the students’ 

cultural backgrounds.  Findings from research using culturally responsive literacy 

instruction confirmed the value of cultural responsiveness in teaching reading to 

students of diverse backgrounds (Au & Kawakami, 1994; Lalik, Dellinger, & 

Druggish, 2003; McCarty & Dick, 2003; Turner, 2005).  

 In their review of literature, Au and Kawakami (2004) analyzed five groups of 

studies on what they termed cultural congruence. The categories were 1) dialect 

speakers, 2) participation structures, 3) narrative and questioning styles, 4) ESL 

students, and 5) peer groups. The authors pointed out effective and ineffective 

practices for students of diverse backgrounds. Effective practices included taking 

students’ home values and communication styles into consideration and creating a 

composite classroom culture that emphasized flexible arrangements for 

teacher/student collaboration. 

 In their longitudinal study of teachers, children, and families, Lalik, et al. 

(2003) proceeded from an emancipatory stance. That is, they “intended to assist all 

our informants in gaining strategy and influence so they could more effectively 

develop and achieve their own life purposes” (p. 76). Teachers in this study worked to 

make the curriculum inclusive of children’s home cultures. The authors found six 

themes through their interviews with children. 

1. Children collected treasures from their cultures, 
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2. Family members were seen as knowledgeable elders, 

3. School curriculum crossed into home space, 

4. Curriculum linked present to past experiences of students and families, 

5. Curriculum encouraged ancestral pride, 

6. The future was seen as an arena for possible optimism and flexibility. 

Lalik, et al. concluded that the children appreciated the connection of literacy learning 

in school to their home cultures, and the teachers were able to enact curriculum that 

successfully combined the literacies of home and school. 

 McCarty and Dick (2003) reported on a curriculum project in a Navajo 

community school. The authors described the development of multicultural curricula 

as “both a critique of colonial education and a proactive, pro-Navajo bridge to 

English and the wider world” (p. 105). Local stories important to the culture of the 

community provided the foundation for interdisciplinary study. Positive results 

occurred on both local and national achievement measures. Second, teachers came to 

understand how to incorporate a view of literacy learning as construction of meaning 

rather than simply acquiring skills. “As teachers reenvisioned their literacy potentials 

and those of their students, teachers simultaneously empowered themselves and 

created the conditions whereby students and their families could do the same” (p. 

118). 

   In looking specifically at high quality reading instruction for African American 

students, Turner (2005) studied one European American third-grade teacher she 

called Jane. The teacher was selected by district administrators, school counselors, 

and principals as outstanding in promoting the literacy of African American students. 
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Turner found that in addition to maintaining characteristics of teachers generally 

considered effective, Jane also addressed the social and literacy needs of her African 

American students. Three pedagogical strategies assisted her in meeting the needs of 

her students: 

• Enact a “border crossing curriculum” by changing the physical classroom 

environment and curriculum to encourage interaction between students of 

differing backgrounds.  

• Make “transparent” the strategies and skills of good readers by teaching the 

“codes needed to participate fully…within the context of meaningful 

communicative endeavors” (Delpit, 1995, p. 45). 

• Use literature to make cross-cultural connections by including meaningful use 

of multicultural literature and reading activities that highlight the personal 

stories of diverse classmates. 

By creating an atmosphere and expectation of high achievement for all her students 

coupled with culturally responsive strategies, Jane was able to orchestrate effective 

reading instruction for African American students (Turner, 2005). Jane clearly had a 

vision of high-quality educational experiences for her students, which she enacted in 

the classroom. The extent to which this vision of teaching reading develops in student 

teachers’ practice is one focus of this dissertation study. 

Conclusion 

 “It’s a catch – 22 situation: I need the methods course in order to student 

teach, but it is only after student teaching that I feel capable of properly discussing 

and thinking about the issues in a methods course” (Barr et al., 2000, p. 466). This 
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teacher reflection, quoted by Barr, et al., brings into focus the thread that binds 

together these different areas of research literature: vision in preservice teacher 

learning, preparing preservice teachers for diversity, and teaching reading to students 

of diverse backgrounds in culturally responsive ways.  

 First, the catch-22 situation is a good metaphor for the issue of how attitudes 

and beliefs interact with experience to create a vision of teaching. Preservice teachers 

come to teacher preparation with a myriad of attitudes and beliefs from their families, 

their schooling, and other experiences in their background. From those early 

understandings, preservice teachers begin to develop a vision of what teaching is and 

what teachers and students are and do. As they traverse teacher education, their 

visions interact with new experiences and ideas about the world of teaching.  As in 

the quote above, they may make sense of their course learning only after student 

teaching, or something in the student teaching experience may confirm or dispel their 

previous vision. The research results are mixed, and few studies report results over 

time, suggesting that different students develop visions that may remain or change at 

anytime. The cycle of learning and visioning what could be in their classroom (and 

perhaps beyond) does not stop with completed coursework or graduation. The 

research on teacher vision begins to address how preservice teachers develop and 

articulate their ideals and core values that will influence how they see themselves, 

how they see their students, and how they see the school contexts in which they will 

teach. This dissertation study builds upon this foundation and moves a step further by 

exploring how preservice teachers develop their vision, what factors contribute, and 

how their visions intersect with practice and the context of student teaching. 
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 Second, a student teacher needs “the methods course to student teach.” That 

is, preservice teachers may use the course interventions, such as those suggested in 

research, to equip themselves for classrooms with students of diverse backgrounds. 

Issues of diversity are woven into the strategies and practices that create culturally 

responsive teachers. The participants of this study accepted student teaching 

placements in culturally diverse classrooms. What particular set of experiences and 

beliefs contributed to their visions of teaching reading to students of diverse 

backgrounds? What are the intersections of vision, practice, and context in student 

teacher development as reading teachers? 

 The research literature on preparing preservice teachers for diversity and 

teaching reading to students of diverse backgrounds provides a foundation on which 

to understand how preservice teacher learning could support the development of a 

vision of culturally responsive reading instruction. Preservice teachers typically learn 

the characteristics of effective literacy instruction in their course work. What would 

account for the emergence of cultural responsiveness? 

 Given the complex nature of teacher learning, the intersection of attitudes and 

beliefs with many different experiences, and the teaching context of diverse 

classrooms, how preservice teachers think about teaching, learning, students and 

school settings could lead to a vision of culturally responsive reading instruction. 

Using qualitative case study methods, this dissertation builds on the theoretical and 

empirical work presented to understand the intersections of vision, practice, and 

context that might lead to culturally responsive reading instruction for students of 

diverse backgrounds. 
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Chapter 3: Methodology 

 
The purpose of this dissertation study is to examine the vision and practice of 

five student teachers placed in urban classrooms with students of diverse 

backgrounds. I relied on the research questions and my conceptual framework to help 

determine effective ways of collecting and analyzing data. My goal has been to 

understand the vision and practice of student teachers within the context of their 

student teaching classrooms. I wanted to learn the nature of their visions of teaching 

reading, how their visions might change over the course of student teaching, and what 

factors contributed to the initial visions and to those changes. I also wished to 

understand what intersections exist among vision, practice, and context in the student 

teachers’ development as reading teachers for students of diverse backgrounds. 

Finally, I was interested in whether or not characteristics of culturally responsive 

teaching emerged in the student teachers’ practice in the context of urban classrooms. 

 In this chapter, I describe the approach to research used in this study, the role 

of the researcher, the specific types and methods of data collection, and the data 

analysis process that helped my understanding of the data I gathered. I begin by 

describing the overall design of the study and how the site and participants were 

selected. Next, I clarify my role as a qualitative researcher to lay the groundwork for 

how data were collected. I then discuss the specific methods used for discovering 

answers to my research questions, and finally, I explain the process I used for coding 

and analyzing the large body of qualitative data collected. 
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Research Design 

 This research study is in the interpretive tradition (Stake, 1995) and used case-

study methods. Much of the reading teacher education research has addressed the 

organization, content, and structure of preservice programs, the reading habits of 

preservice teachers, or knowledge representation and use from a cognitive 

psychology perspective (Anders, et al., 2000). Other research has focused on 

characteristics of effective teachers (Pressley et al., 1997; Taylor et al., 2002). In 

order to get at student teachers’ vision and practice in reading instruction, a more 

holistic approach was needed. Because the varying situational conditions cannot be 

known in advance or controlled (Stake, 1995) and more concern is given to 

understanding the individuals being studied, a qualitative case study was an 

appropriate choice. 

 By situating this study in a sociocultural framework, I was able to address the 

intersections of teacher vision and reading instruction in the context of urban 

classrooms with students of diverse backgrounds. Sociocultural theory allowed for 

understanding the learning experiences of the student teachers given their particular 

backgrounds, classroom experiences, and interactions with children and professionals 

in their particular schools. Rather than separating the participants from the context as 

social science has traditionally done (Tharp & Gallimore, 1988), the setting of student 

teaching incorporated both “cognitive and motoric actions and the external 

environmental and objective features” (Tharp & Gallimore, 1988, p. 73). The use of 

qualitative methods, such as interviews, observations and document review provided 

the means with which to understand how the student teachers’ visions and practices 
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intersected with the context of their student teaching. Finally, a checklist of Culturally 

Responsive Indicators and Strategies was used to gauge whether culturally responsive 

teaching emerged in the practice of the five student teachers. 

 Some researchers have begun to explore teacher vision as a way of 

understanding their perceptions of the ideal classroom (Hammerness, 2003) or of 

culturally responsive reading instruction (Turner, 2006). This study focused on the 

vision and classroom experience of student teachers as they learned to teach reading 

to students of diverse backgrounds. I used qualitative case study methods to answer 

the “how” and “why” questions related to the process the participants underwent in 

their development as reading teachers (Yin, 2003). Some questions of interest were 

how the student teachers characterized their vision, how particular factors contributed 

to their understanding of reading instruction with students of diverse backgrounds, 

and why they made particular instructional decisions in teaching reading in the 

classroom. 

 A qualitative approach to research also allowed for a fine-grained, holistic 

examination of the vision and reading instructional practice of student teachers in 

urban classrooms. My focus was a deep exploration of the relationship between the 

vision and practice of teaching reading within the context of urban classrooms. 

Richardson (1996) argued that “an understanding of a teacher’s practices is enhanced 

by research attention to both beliefs and actions through interview and observation” 

(p. 104). In studying this group of preservice teachers’ vision and practice, I observed 

them in their student teaching placements while engaged in reading instruction, 
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interviewed them extensively, and analyzed their written reflections throughout the 

student teaching semester to learn how vision, practice, and context intersect.  

 A multiple-case design supported an intensive examination of several 

examples of a particular phenomenon (Yin, 2003) and allowed for each participant to 

be treated as an individual unit of analysis. The student teachers were asked to 

provide their own perceptions of how their vision and practice of teaching reading to 

students of diverse backgrounds developed and then changed in the context of urban 

classrooms. I chose participants from among student teachers in one teacher 

education program who were placed in elementary schools with culturally diverse 

student populations. 

The Role of the Researcher 

 Creswell (2003) reminds qualitative researchers of the importance of 

identifying “personal values, assumptions and biases at the outset of the study” (p. 

200). As a previous adjunct faculty member in the target teacher education 

department, and currently through my work as a grant manager in the College of 

Education, I have been involved with this teacher education program for a number of 

years, giving me a somewhat emic perspective of the culture of the university and 

teacher education program. I have served as a university supervisor of student 

teachers and have taught both a foundations course and a general methods course for 

elementary education majors; however, none of the participants was ever a student of 

mine.  

 Although such a close connection to the research setting could allow for bias 

and a desire to portray results in a favorable light, my university responsibilities in 
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recent years have kept me separated from the daily activity and decision-making 

within the teacher education department and allowed me to focus my attention on 

issues of diversity as students move through the program. Part of my current job 

involves assisting with placement of preservice teachers in early field experiences in 

the nearby urban school district and encouraging many of the same students to 

participate in a mentoring program for urban middle-school students. 

 Because I have taught in the department and now see the changes being made, 

I am optimistic about the learning of preservice teachers about diversity; however, I 

also recognize that efforts must continue to improve the preparation of teachers for 

diverse classrooms not only at this university but in many teacher education programs 

across the nation. The importance of understanding how student teachers envision and 

then enact teaching students of diverse backgrounds to read is a necessary part of the 

development of high-quality teacher preparation programs. 

 My role while observing in classrooms may be described as observer as 

participant. Glesne and Peshkin (1992) described a continuum of participant 

observation from complete observer, in which the subject of study is unaware of the 

researcher, such as when a psychologist watches children from behind one-way glass, 

to full participant. Next to complete observer on the continuum is observer as 

participant, in which the researcher is clearly an observer but has some contact with 

the participants. Glesne and Peshkin described their own role as observer as 

participant in a research study: “…for a semester we were primarily observers, taking 

notes from the back of a classroom. We did not teach; give advice; or assist teachers, 

students or administrators” (p. 40). My observations were similar. 
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 The participants and their students knew I was there and why; however, I had 

no responsibility for supervising the student teachers and did not participate in 

classroom activities. Occasionally, a child in a class approached me to ask a question 

(usually about my digital recorder), which I answered briefly and then returned my 

attention to observing and taking notes. The primary data collection was done through 

interviews; however, classroom observations added to the corroborative evidence 

(Gall, Gall, & Borg, 2003). 

 As the only researcher on this study, I conducted all interviews, observations, 

and document review; therefore, the problem of inter-rater reliability was not an 

issue. To guard against bias and ensure internal validity, Creswell (2003) suggests 

several strategies, which I used. To clarify researcher bias, I articulate here my 

positionality with regard to the university, the school district and the participants.  I 

relied on an MS Word document form as my observation guide, which included 

separate areas for field notes and observer comments. I also used multiple data 

sources to corroborate evidence, such as interviews of student teachers, classroom 

observations, and analysis of lesson plans and reflective memos from student teachers 

to their university supervisors. Interviews with university supervisors and cooperating 

teachers also provided additional data sources for building “a coherent justification 

for themes” (Creswell, p. 196).  

 Another strategy for ensuring internal validity was member-checking, which 

allowed for determining the accuracy of findings and helped validate key 

observations. One example is related to the initial vision statements by the 

participants. After I had cleansed the initial interview transcripts in which the vision 
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statements were discussed, I created for each participant a chart of major points in 

his/her vision statement. Before the next interview, I e-mailed the charts to 

participants and asked them to verify my understanding of their statements. Then 

during the following interview, we clarified any areas they felt did not correctly 

reflect their own views. In the final interview, I again provided the participants with 

their initial vision statements to help them articulate where and how their vision of 

teaching reading had changed. Finally, using rich, thick description of participants’ 

backgrounds, student teaching settings, university program experiences, classroom 

contexts, and reading instruction all provided a window into the experiences of the 

participants as they lived them.    

Participants and Setting 

 In choosing the participants and setting for this research, I purposefully 

selected (Creswell, 2003) five student teachers who were enrolled in a particular 

teacher education program and who were placed in a particular school district for 

student teaching. In this section I describe the university program, and school district 

and participants that comprised my choices for conducting this research.  

The Teacher Education Program 

 In choosing a site for this dissertation research, several considerations were 

important. First, I wanted to study student teachers who are demographically similar 

to many preservice teachers, that is, rural or suburban, working or middle-class 

European Americans. The participants attended a university that reports 94% of 

teacher candidates as White, and 88% female in elementary education. Secondly, I 
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wanted a university teacher education program whose faculty, like many reported in 

the research literature, was striving to improve their program of preparation for 

teaching students of diverse backgrounds. The chosen university is in the process of 

developing and articulating how issues of diversity are integrated into the entire 

program. This study will support the understanding of how students finishing the 

program perceive their role in teaching students of diverse backgrounds. 

 The teacher education department is part of a state-owned university located 

in a small town surrounded by farmland and small communities. It is 40 miles from a 

small city of 50,000 with a metropolitan population of approximately 150,000. The 

university has a student population of approximately 6,600 undergraduates and 1,000 

graduate students. Although some students come from other states and countries, the 

majority of students at this university are from within the state, and all of the 

participants are in-state students. 

 Of the 302 full-time faculty members, close to 90% have terminal degrees in 

their field, and all classes are taught by faculty members and not graduate assistants. 

In teacher education, this also means that student teachers are supervised in the field 

by faculty members who are likely to have taught them in classes. Although some 

student teachers are supervised by part-time adjunct professors, all the participants 

were supervised by one of two full-time, tenure-track faculty members. 

 The student/faculty ratio is 20 to 1 throughout the university. University 

brochures confirm a commitment to diversity by fostering “an organizational culture 

that celebrates multiculturalism and diversity.” The university reports as a goal the 

desire to “ensure that students receive an education that prepares them for the 
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challenges of a global society with its diverse beliefs, attitudes, and ways of 

thinking.” 

 The elementary education program is one of 52 academic programs offered. It 

is a four-year, undergraduate program leading to a Bachelor of Science in Education 

degree. Like many teacher education programs, the curriculum includes general 

education requirements (including a diversity requirement), professional elementary 

education courses, a minor or area of concentration chosen from among 18 possible 

areas, and clinical field experiences including observation and participation in 

teaching. 

 The entire program of teacher preparation is guided by a conceptual 

framework focusing on teaching, scholarship and service. The preservice teacher-as-

learner is at the core of the framework enveloped by a teaching-learning environment 

that highlights reflection, diversity, knowledge, practice, and assessment throughout 

the program. Surrounding the learner and teaching-learning environment is a wide 

variety of professional influences, including diverse community and school field 

experiences, standards, and professionalism. One requirement of the program is 30 

self-initiated hours of experience in classrooms or other work with students such as 

tutoring or mentoring in rural, suburban and urban settings. 

 The stated goal of the professional program is to develop active, engaged, life-

long learners who continue to grow in knowledge and build on their experiences long 

after leaving the university setting. The key characteristics provided by the 

framework are reflection, assessment and decision-making.3 In the context of this 

                                                 
3 For the sake of confidentiality, the university website from which this information was gathered is not 
identified. 
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framework, approximately 90 student teachers each semester are assigned to their 

capstone field experience in surrounding schools. Districts that accept student 

teachers include nearby rural schools, suburban schools, and the urban school district 

40 miles from campus. 

 Although a number of universities might have made an appropriate site for 

this research, this university was a good choice for several reasons. First, the teacher 

education unit of this university has been engaged in developing the preparation of its 

teacher candidates for diverse student populations and is interested in how student 

teachers understand their role in teaching students of diverse backgrounds. The dean 

and associate dean of the college that includes education provided access to the 

student teachers. Also, the participants have previously participated in some, although 

limited, coursework focused on diversity and various field experiences with students 

of diverse backgrounds. All five participants completed 16 weeks of student teaching 

in elementary classrooms in four schools of one urban school district. 

The Urban School District 

 The target school district is located in a small city in a mid-Atlantic state. 

Although the surrounding areas more than double the population, the city itself has a 

population of approximately 50,000 residents. The city school district is an urban 

community with a lower socioeconomic status than the surrounding areas, with eighty 

percent of the households considered low-income. Seventy-five percent of the 

students in the district qualify for free or reduced lunch. The city school district has a 

high drop-out rate. According to 2002 figures4, only 35% of students entering ninth 

                                                 
4 Statistics are reported on the school district website, which, due to confidentiality, is not identified. 
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grade eventually graduate, and attendance figures are low as well. While recognizing 

that other types of diversity exist in various classrooms, students in these urban 

classrooms represent cultural diversity as defined by Melnick and Zeichner (1997): 

“poor students of color who historically have been underserved, ill served, or 

inappropriately served by traditional teaching practices” (p, 25). 

 With more than fifty-percent of its students scoring in the lowest quartile on 

state assessments in math and reading, the district was designated an “empowerment 

district” in 2000. Since then, new administrators have begun to address district 

programs to increase student achievement. The school buildings in the district are 

also in the process of renovation, with approximately 85% of schools refurbished in 

the last five years. 

 As part of the renewal of academic programs, a balanced literacy curriculum 

has been mandated throughout the K-8 schools in the district. A Balanced Literacy 

Implementation Team was instituted to oversee program performance, professional 

development, and assessment of a comprehensive balanced literacy approach to the 

teaching of reading, writing, thinking, speaking, and listening. Because my focus is 

the content area of reading instruction, I chose a district with well-articulated 

requirements and expectations for their teachers, which provided a somewhat 

consistent context for all five student teachers.  

Balanced Literacy in the School District 

 According to the assistant superintendent for curriculum and instruction, the 

district decided in 2002 to implement what they termed a balanced literacy program 

rather than a basal reading program. She explained the program title: “We started out 
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calling it comprehensive literacy, but it was changed to balanced literacy because we 

wanted to emphasize the balance between comprehension and decoding skills in the 

implementation of the five elements from Reading First and NCLB.” Although they 

were concerned that it would be more difficult for teachers in the short term, the 

committee was convinced it would be better for students: 

Teachers were using a variety of materials and methods. They were teaching 

to the middle kid. There was almost no grouping, and lots of kids were falling 

farther and farther behind. The main component of balanced literacy addresses 

kids’ individual needs by using assessments to guide instruction, and that’s 

what we wanted. (Asst. Superintendent Interview, 5/24/07) 

 
The district administrators created a multi-year plan of implementation with specific 

components to be instituted each year. Professional development workshops by 

outside consultants were attended several times a year by all K-8 teachers, 

instructional facilitators, reading specialists,5 and building principals. Common 

materials were provided to each school, including resource books for each teacher, 

classroom libraries with leveled books, and school bookrooms with instructional 

resources as well as sets of leveled books for guided reading. Since that initial outlay 

by the district, individual schools have added other resources requested by their 

teachers. 

 Although it may appear that teacher autonomy was sacrificed in favor of a 

mandated, scripted reading program, the intention of the district administration is to 

scaffold the teachers in their instructional expertise: 

                                                 
5 Every school has an instructional facilitator and at least one reading specialist who provide on-site 
support to teachers. 
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Becky – Would you characterize the curriculum as scripted? Does the district 

intend for it to be scripted?   

Asst. Superintendent – Not at all. It very much depends on teacher training 

and teacher decision-making and assessment. Our challenge is that some 

teachers want black and white answers, and we can’t give that to them. We do 

struggle with those teachers who want someone else to make their decisions 

for them; however, we do have teachers who understand that they have to 

make decisions based on students’ needs. My goal is to pull some of these 

resources away and say you don’t have to use them. For example right now, 

Text Talk is required. Ideally we want teachers to make decisions based on 

students’ needs, the gradual release model, you might say. We are creating a 

month-by-month guide for using each resource so that all teachers cover 

certain things. We need the consistency in this district because we have 40% 

transient rate among students within the district. My dream, however, is to 

trust teachers to use assessments to make their own decisions. (Interview, 

5/24/07) 

Although the assistant superintendent did not characterize the program as 

scripted, at least one of the cooperating teachers complained about the lack of 

flexibility, and the month-by-month guide being developed is seen by some teachers 

as more scripting. This difference of perspective may be due to the broad vision of the 

district administrators, who must consider the whole range of teachers in the district 

compared to the more focused classroom vision of these teachers who have been 

selected as mentors to student teachers. 
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The Cooperating Teachers  

The six cooperating teachers have teaching experience varying from five to 28 

years; however, all of them have done all or the majority of their teaching in this 

urban district. The five original cooperating teachers, all female, included four 

European American teachers and one African American teacher; however, when 

Joseph changed placements in week nine, he moved from Ms. B6 (African American) 

to Ms. T (European American). Unfortunately, Ms. B, Joseph’s first cooperating 

teacher, did not return my phone calls or e-mails, and I was unable to gather data 

from her. Table 1 shows the placement and teaching experience of cooperating 

teachers. 

Table 1 

 Cooperating Teachers, Grade Placements, and Schools 

 

Cooperating Teacher 
(Student Teacher) 

Grade School Years 
Teaching 

Years in 
Urban District 

Ms. S (Hunter) 2 Walters (K-3) 5 5 
 

Ms. R (Sylvia) 5 6th Street (K-8) 8 8 
 

Ms. Y (Suzy) 1 Walters (K-3) 15 15 
 

Ms. M (Sarah) 3 6th Street (K-8) 8 8 
 

Ms. B (Joseph – 1st) 3 Pendleton(K-8) 28 28 
 

Ms. T (Joseph – 2nd) 6 Earl (K-8) 18 16 
 

 

Each cooperating teacher brought her own particular understanding of how to 

implement the district-mandated balanced literacy program; however, two teachers 

had mostly positive feelings about the change, and three teachers were more 
                                                 
6 The cooperating teachers are identified by Ms. and a last-name initial; however, they are not the 
actual initials of the individuals in order to preserve confidentiality. 
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ambivalent but for differing reasons. Ms. Y (Suzy) and Ms. T (Joseph) each had 15 or 

more years of teaching experience, so they had experienced teaching in the district 

using the Open Court basal reader series for a number of years. They were both 

positive about the change to balanced literacy because it pointed to consistency within 

the district. For example, Ms. Y commented, “It was positive because it gave a 

uniform direction to the district. Also, I didn’t particularly like the Open Court Basal 

series we were using” (Interview, 5/2/07). Ms. T concurred: “I thought it was a good 

change – positive. At least we knew everyone was going to do the same thing” 

(Interview, 4/2/07). They both commented on the time constraint to include 

everything expected but agreed that resources and support were provided by the 

district. 

The other three teachers ranged in experience between five and eight years. 

All three had learned about balanced literacy in their teacher education programs, but 

they expressed ambivalence about the mandated balanced literacy program. Ms. S 

(Hunter) agreed it was a good move but considered the program “too scripted.” Ms. R 

(Sylvia) commented that she had already been using literature circles in her 

classroom, so that aspect was positive. Ms. M (Sarah) had always done what she 

considered a balanced literacy program but felt the district provided “no clear idea of 

how to implement” the program. All three expressed concern over a lack of adequate 

resources and professional development for appropriate implementation. The two 

more veteran teachers seemed happy to change because either they did not like the 

previous series or they looked forward to new consistency within the district. The 

other three teachers were more skeptical perhaps because they were unsure how the 
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district would provide resources and support teacher professional development long 

term. 

The Student Teachers 

 
 The participating student teachers completed the capstone experience of their 

undergraduate teacher education program during the semester in which data 

collection took place. Participants were chosen because they had been placed in an 

urban classroom with students of diverse backgrounds. They were also chosen 

because they had 16-week placements in the target urban school district. Of the five 

participants, two (Sarah and Sylvia) had expressed interest in student teaching in an 

urban classroom with students of diverse backgrounds. Suzy did not indicate a 

preference but expressed a willingness to student teach in the district; however, 

Joseph and Hunter both requested other placements and reluctantly accepted their 

placements in the target urban district. The differences in the participants’ preferred 

choice of placements provided the possibility for comparing the outcomes for each 

student teacher given their particular stance toward teaching students of diverse 

backgrounds in an urban classroom. The three female and two male participants all 

majored in Elementary Education.7 Four of the participants were Reading minors, and 

one was an Early Childhood minor. Four participants each spent the entire 16-week 

placement in a single classroom, while one participant (Joseph) spent eight weeks in a 

third-grade classroom and eight weeks in a sixth-grade classroom in two schools 

                                                 
7 I originally planned to have four females and one male to recreate the approximate percentages by 
gender found among teacher education students. I began with four females and two males, planning to 
choose between the two male participants; however, one of the females did not participate due to her 
placement in kindergarten, outside my grade-level focus. That left three females and two males, so I 
accepted all five. 
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within the district.8 A sixth student teacher was in the initial selection pool; however, 

she was placed in kindergarten. Because the expectations and requirements for 

literacy instruction proved to be very different from those for grades one through six, 

she was not included in the study. 

Each student teacher was provided with a consent form outlining the purpose 

of the research, the responsibilities of both the researcher and the participants, how 

the confidentiality of all participants’ responses would be handled, the voluntary 

nature of participation, and the possible risks and benefits of participating. Because I 

expected to informally interview cooperating teachers and university supervisors, 

they also received consent forms to sign. The identities of all participants, as well as 

their representative institutions, have been concealed by using pseudonyms and by 

maintaining confidentiality regarding the research study.  

 In anticipation of the study, I gained approval for classroom access from the 

deputy superintendent of the urban school district, who scheduled the necessary 

meeting for final district approval. She also communicated to the principals and 

cooperating teachers when and why I would be in their buildings and asked for their 

support. Because of my previous work with the district, the principals knew me, and 

the teachers were familiar with my name as related to field placements for the 

university. In the first two weeks of the semester, I visited each classroom, met the 

cooperating teachers, explained the purpose of the study, secured their informed 

                                                 
8 Historically, the university has allowed two types of student teaching experiences. Some student 
teachers spend eight weeks in two different schools and some spend 16 weeks in one classroom for a 
more in-depth experience.  Currently, most students choose the latter; however, among some university 
supervisors, disagreement exists regarding which model provides the best preparation. 
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consent, and gave them a copy of Ladson-Billings’ book, Dreamkeepers to express 

my appreciation. 

 All six classrooms (two for Joseph) served students of diverse backgrounds, 

the majority of whom were from low-income families. Table 2 displays the 

demographic make-up of children in each classroom. 

Table 2 

Demographics of Children in Student Teaching Classrooms 

 

Student 
Teacher 

Total 
# 

Boys Girls Af. 
Amer. 

La-
tino 

Asian Cauc
. 

Bi-
racial 

Free 
lunch 
 

ESL 

Hunter 23 48% 52% 39% 48% 4% 0% 9% 100% 39% 
 

Sylvia 16 37% 63% 94% 0% 0% 6% 0% 94% 0% 
 

Suzy 21 62% 38% 48% 33% 19% 0% 0% 86% 29% 
 

Sarah 20 30% 70% 60% 40% 0% 0% 0% 90% 40% 
 

Joseph 19 74% 26% 85% 5% 0% 5% 5% 100% 0% 
 

 

 I met with six elementary student teachers placed in the urban district for 16 

weeks to present the purpose and focus of the study and to ask for their participation. 

All six agreed to participate; however, as state above, I decided to withdraw my 

request from the student teacher placed in kindergarten. Two participants were male, 

and three were female, all European American, between the ages of 21 and 23, who 

grew up within 100 miles of the university. Table 3 describes the five participants. 

 

 

 



92  
 

Table 3 

Backgrounds of Participants 
 
Name 9 

(Gender) 
Grew Up 

(self-
report) 

Hometown 
(Census 
Stats.) 

SES 
(self-

report) 

Minor School 
 

Grad
e  

Took 
TCH 
255*
* 

Reported 
Experience 
w/SDB*** 

Hunter 
(M) 

Rural Pop. 2,016 
 White = 
98.5% 
MHI*: 
$34,595 
 

lower-
middle 
class 

Early 
Child-
hood 

Walters 2 no Some 

Sylvia 
(F) 

Rural Pop. 3,141 
  White = 
97.1% 
MHI: $28,549 
 

middle-
class 

Reading 6th Street 5 yes very little 

Suzy   
(F) 

Rural Pop. 2,689 
  White = 
94.7% 
MHI: $40,562 

middle-
class 

Reading Walters 1 no Some 

Sarah   
(F) 

Suburban Pop. 56,348 
  White = 
51.8% 
MHI: $29,770 
 

upper-
middle 
class 

Reading 6th Street 3 yes extensive 

Joseph   
(M) 

Rural Pop.  2,562 
  White: 
97.7% 
MHI: $34,970 
 

upper-
lower 
class 

Reading Pendelton 
Earl 

3 / 6 yes Some 

 
*Median Household Income   ** Multicultural Issues & Strategies    ***Students of Diverse 

Backgrounds     

 

Methods 

 At the beginning of the student teaching semester, I gathered background 

information and a vision-of-teaching-reading statement from each participant using 

an initial questionnaire. The background questionnaire provided family information 

with which to frame each participant’s subsequent responses in the interviews and 

helped situate their student teaching experiences within their own personal, cultural 

                                                 
9 Names of participants and schools are pseudonyms, which are used throughout. 
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and educational backgrounds. The first interview was conducted within the first three 

weeks of student teaching before the participants were engaged in full-time teaching. 

Then, throughout the spring, 2007 student teaching semester, I interviewed, observed 

reading instruction in classrooms, and reviewed documents such as weekly reflections 

and lesson plans. These activities provided multiple data sources for exploring how 

the participants envision teaching students of diverse backgrounds to read and the 

relationship between that vision and their instructional practice in the context of an 

urban classroom. Table 4 indicates the actual number of interviews, classroom 

observations, and reflections reviewed by participant. 

Table 4 

Student Teacher Data Collected 
  

Participant Interviews Reflections 
Reviewed 

Classroom 
Observations 

Hunter 
 

5 11 3 

Sylvia 
 

4 7 4 

Suzy 
 

5 12 4 

Sarah 
 

6 12 5 

Joseph 
 

5 13 3 10 

TOTAL 

 

25 55 19 

 

Informal interviews with cooperating teachers and university supervisors 

added to the data and contributed to a more complete picture of the student teachers’ 

practices. I interviewed each cooperating teacher and university supervisor once 

during the semester. At the end of the semester, I sent each cooperating teacher and 

                                                 
10 All three observations of Joseph occurred in his second placement. 
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university supervisor a questionnaire asking for feedback about the extent to which 

their student teacher had demonstrated the use of a list of culturally responsive 

indicators. Both university supervisors and four of the five cooperating teachers 

returned the questionnaire. 

The teacher education department chair provided me with access to the 

College Live Text system required for every education major. With the permission of 

each student teacher, I had read-only access to all portfolio entries submitted 

throughout the teacher education program. I selected and copied reflections that 

seemed to contribute to understanding each participant’s initial vision and 

understanding of teaching reading. At the end of the semester, the students submitted 

their IMPACT statements11, and again, I copied and reviewed pertinent segments.  

 To add to my understanding of the broader contexts of the student teachers’ 

experiences, I reviewed documents describing the university teacher education 

requirements, student teaching course syllabi, and school district website information 

about the mandated Balanced Literacy program. When I had a question about a 

document, university teacher education faculty or the school district assistant 

superintendent for curriculum provided answers to my questions by e-mail or 

informal face-to-face conversations.  

                                                 
11 The state department of education requires all students applying for certification to provide evidence 
of impact on student learning. To satisfy this requirement, student teachers submit the following 
assignment: “The essential feature of the process is a core of activities, relevant to the teaching context, 
in which the candidate takes responsibility for a significant unit of instruction, and: Judges prior 
learning by undertaking a pre-test or alternative assessment; Plans instruction based upon the prior 
assessment; Teaches the instructional plan; Assesses by conducting a concluding post-test or 
alternative assessment; Analyzes the results of the concluding  assessment, e.g., documents the student 
learning that occurred at individual and/or group levels, including explanations of results from students 
who learned more or less than expected, and results from subgroups; Reflects on changes in one’s 
teaching that could improve results.”  
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 The Interviews 

 Five interviews of each student teacher were planned using a general 

interview guide approach (Gall et al., 2003; Patton, 1990). Although standardized 

interview questions might have made responses of the participants more consistent, 

they would also have constrained the flexibility of the interview, and a major goal 

was to understand the individual perceptions and experiences of each student teacher. 

All interviews with the student teachers were digitally recorded. I also took extensive 

notes on my laptop computer, which facilitated transcription. Once transcribed, the 

recordings were erased. 

 Within the body of my interview notes, I used brackets to distinguish my 

comments or questions from the participant’s responses. As noted in Table 4, some 

differences occurred in the actual number of times I interviewed each participant. For 

example, I only interviewed Sylvia four times because after Observation Two, her 

cooperating teacher was not available to cover the class, and I had a meeting 

scheduled later that day, preventing me from waiting for her until after school. We 

agreed to combine the questions from that observation with the next interview. In 

contrast, Sarah invited me to observe her one additional time to see her 

interdisciplinary unit on The Rainforest, so I conducted an additional interview after 

that observation of Sarah. 

 The Initial Interviews lasted between one hour and one and a half hours 

depending on the participant. The Final Interviews lasted between two hours and two 

and a half hours. For their convenience, all five participants decided to hold the initial 

and final interviews in my office at the university after school or on the weekend. 
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Since these two interviews were extensive, I agreed, reasoning that they would be 

more comfortable away from the time pressures of the school setting. In addition, 

none of the schools could provide us with a private, quiet space in which to conduct a 

long, recorded interview. To show my appreciation, after the initial interviews, I 

treated the participants to dinner. After the final interview, I presented each 

participant with a book store gift card wrapped as a graduation present. 

 Each interview began with the topics and questions on the interview guide. 

For example, Interview One began with a conversation about the vision statement 

they had submitted. After establishing the details of their visions of teaching reading, 

I explored possible factors that helped generate their visions. I probed for details of 

their up-bringing that might have contributed to their vision and questioned them 

about their university teacher preparation. They shared their experiences with 

individuals of diverse backgrounds, their apprehensions of student teaching in an 

urban district, and their optimism about their student teaching experience.  

 In subsequent interviews, most of which occurred at their schools after an 

observation, I explored the relationship between the participants’ vision statements 

and their enactment of reading instruction with students of diverse backgrounds. I 

began each of these interviews with questions raised during the recent observation 

and asked about their decision-making regarding materials used for reading 

instruction. In these interviews, I also asked questions about their students, the 

students’ families, how they viewed the support or lack of support from the university 

and school district, and about their understanding of the balanced literacy program 

they were expected to implement in the classroom. After each interview, I transcribed 



97  
 

and cleansed the data and completed a Contact Summary Form to summarize the 

interview, list follow-up questions, and note my impressions and early interpretations. 

Also part of the final interview was the checklist of Culturally Responsive Indicators 

and Strategies, which each participant completed. 

 Throughout the semester, I brought up issues related to the students’ cultural 

backgrounds and how that might influence how and what they taught, but I did not 

introduce the term Culturally Responsive or Culturally Relevant teaching specifically 

because I did not want to influence their practice or encourage them to assume I was 

looking for a particular pedagogy. I was very conscious that the student teachers saw 

me as knowledgeable about teaching so I avoided displaying, with my face or my 

words, judgments regarding their decision-making about reading instruction. Once 

the interviews were completed, I agreed to give them my feedback about their 

teaching. All five student teachers seemed at ease confiding in me about their lack of 

confidence and insecurity in some aspects of their experience, probably because they 

understood that my role in no way included evaluation of their work. 

The Classroom Observations 

 Because of the gradual entry of student teachers into classroom responsibility, 

I scheduled my observations after the first three weeks of the student teaching 

experience to give the participants time to adjust to their surroundings and gain 

knowledge of their particular school, classroom, and students. Likewise, because the 

final two weeks of student teaching consist of the student teacher relinquishing 

responsibility for the classroom, I completed all observations by the 14th week. 
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 Three observations were initially planned for each participant; however, after 

observing some student teachers early in the semester before their full-time teaching, 

I decided to observe them again toward the end of the semester during full 

responsibility. Due to scheduling difficulties toward the end of the semester, I was 

unable to observe two of the participants a fourth time. Hunter’s class participated in 

a school-wide nutrition program on the day I was to observe, which I did not learn 

until arriving at the school. Joseph had an emergency appendectomy at the end of the 

semester and was excused from student teaching early. In contrast, Sarah invited me 

to her classroom one additional time to observe her interdisciplinary unit on the 

Rainforest. 

 As the only researcher, I adopted the stance of observer as participant (Glesne 

& Peshkin, 1992; Merriam, 1998) in which observation activities are known to the 

group but discrete. I observed from a seat at the back of the classroom and took notes 

in much the same way a university supervisor would unobtrusively conduct a 

classroom observation. Because the participants were student teachers, they were 

expecting classroom observations by their university supervisor and prepared their 

students for visitors. My observations took on the same general pattern, and I was 

able to schedule my observations on different days from the supervisors’ observations 

so as not to overwhelm the student teacher or the children. Since the children were 

aware that their student teacher would have observations, my presence was not 

unexpected, and for the most part, they ignored me. I asked them no questions and 

had no direct contact with them as part of this study. They were not considered 

participants. Except for the digital audio-recording of instructional conversations 
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between the student teacher and classroom students, no responses from children were 

recorded. After cleansing my observation notes, the recordings were erased. 

 All observations took place during the district-mandated 90-minute literacy 

block. I focused my observations and field notes on what I saw displayed in the room 

that pertained to reading instruction, actions and interactions among student teacher, 

children, and (in some instances) cooperating teacher, and the details of the student 

teacher’s reading instruction. I made notes about my impressions and recorded them 

separately on the observation guide on my computer. Along with my reflections, I 

noted follow-up questions about the observation to ask at the next interview. After 

each observation, I reviewed the Indicators and Strategies of Culturally Responsive 

Teaching checklist at the end of the observation guide and made inferences about 

what I had observed. These notes helped with interpreting what I had seen in the 

classroom.  

 Stake (1995) reminds case study researchers while observing to concentrate 

on the central issues to the study but also be prepared for “unanticipated happenings” 

that might reveal other interesting aspects. One unanticipated issue revealed in the 

observations and confirmed in interviews was the uneven and somewhat disparate 

understandings among the student teachers of what balanced literacy means. This 

interesting issue is described in Chapter Six. 

Review of Documents 

I collected and analyzed written reflections the student teachers routinely sent 

to their university supervisors as well as lesson plans for the days on which 

observations took place. I also accessed each student teacher’s College Live Text 
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electronic portfolio, which included reflective writings from earlier courses and a unit 

plan from student teaching demonstrating impact on student learning. 

The written reflections were designed to describe their teaching experiences to 

the university supervisor on a weekly basis. Participants were asked to e-mail their 

reflections to me as well, and most required frequent reminders to do so.  In the end, 

different participants shared differing numbers of reflections, noted in Table 4. I 

reviewed each reflection as I received it, making notes for follow-up questions in 

subsequent interviews. Analyzing these reflections provided another way of 

examining the teaching vision of the participants.  

The richest analysis from this review came from looking at the entire series of 

weekly reflections from each participant and discovering the patterns that spanned the 

entire semester or changed as the semester progressed. For example, all five 

participants consistently commented on the issue of lack of adequate time in the 

teaching schedule. For Hunter, the issue of expecting structure but not being able to 

achieve it developed, and for Sarah, her gradual loss of some idealism was apparent 

in her reflections.  

The written lesson plans from observation days proved to be limited in their 

value. They did reveal what student teachers deemed important enough to include in 

their reading instruction during planning; however, because the observations took 

place well into the semester, only block plans were required by the supervisors and 

cooperating teachers.12 Some questions on subsequent interviews were based on early 

analysis of observation data, interview responses, written reflections and lesson plans. 

                                                 
12 In this university teacher education program, full, detailed lesson plans are required for all 
assignments in methods courses; however, once student teaching begins, the supervisor and 
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In order to carefully address research question three, I developed a checklist 

of seven indicators of culturally responsive reading instruction identified by Au 

(2006). I matched each indicator (numbered) with classroom strategies (lettered) that 

make that indicator observable in the classroom (Au, 2000; Gay, 2000).  This 

checklist was important in understanding how characteristics of culturally responsive 

teaching did and did not emerge in the reading instruction of the five student teachers. 

Appendix A contains each indicator with its corresponding strategies. 

 Each student teacher, university supervisor, and cooperating teacher 

was asked to complete a checklist of the above strategies indicating if they were 

consistently used sometimes used, or never used. I requested the completed checklist 

several times, but Suzy’s cooperating teacher did not submit her checklist, and her 

data are missing. Appendix C contains the complete data display of the strategies 

reported as “sometimes used” and “consistently used” for each student teacher. It 

shows a comparison of strategy use reported by the student teacher, cooperating 

teacher, university supervisor, and researcher. More discussion of this checklist and 

results are found in Chapter Six. 

Data Analysis 

 Data analysis began according to the categories suggested by the research 

questions and the conceptual framework. Qualitative data analysis is a process closely 

linked to data collection, so early data analysis concurrent with data collection 

allowed for collecting new data to fill in gaps (Merriam, 1998; Miles & Huberman, 

                                                                                                                                           
cooperating teacher have the discretion to determine when a student teacher may begin writing 
thumbnail sketch-type lesson plans that fit within the “blocks” on a weekly lesson plan sheet. The 
common timing for beginning block plans is when the student teacher gains responsibility for teaching 
most subjects during the day. 
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1994). I reviewed field notes and interview transcripts as soon as possible to 

determine how they contributed to answering the research questions. I also created 

personal memos to capture initial analysis and interpretation of the data as well as 

ideas of how data collection should proceed (Merriam, 1998; Strauss & Corbin, 

1998).  

 I began the descriptive coding of vision statements based on topics found in 

the vision questioning by Hammerness (2006). Initially, I included an “other” 

category in anticipation of topics not already described; however, after evaluating the 

items in the “other” category, I determined that they would all fit appropriately within 

one of the categories already established. I used member-checking in the first 

interviews to verify that I had captured the student teachers’ visions as they intended.  

 For Chapter Four, I relied on the background information provided by the 

participants, transcripts of Interview One and the vision statements of each student 

teacher to describe their visions and background profiles. I manually coded patterns 

of responses based on categories from previous research, such as attitudes and beliefs 

and previous educational and inter-cultural experiences. 

In Chapter Five, I explored the relationship between the participants’ vision 

statements and their enactment of reading instruction and examined the intersections 

among vision, practice, and context. To find the intersections, I used the NVivo-7 

qualitative data analysis software to manage all data. After importing all interview 

and observation transcripts into NVivo-7, I reviewed each document and coded the 

chunks of data (Miles & Huberman, 1994) I interpreted as intersections. Using the 

query function in NVivo-7, I retrieved all intersections and sub-coded them according 
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to categories that emerged. For example, three specific aspects of the context were 

most often a part of the intersections: the students’ cultures, district balanced literacy 

requirements, and the cooperating teacher. A list of all intersection sub-codes is found 

in Appendix B.  

After analyzing the data for each participant, I used cross-case syntheses to 

help make my study more robust (Yin, 2003). Chapter Six reports on the three major 

intersections for all five participants: classroom management, teaching balanced 

literacy, and the students’ cultures and relates those intersections to the question of 

culturally responsive teaching. 

Summary 

 Using qualitative, multiple-case study methods, I explored the visions and 

practices of five student teachers in teaching students of diverse backgrounds to read. 

Data collection began with an initial questionnaire to gain background and 

demographic information on each participant including a statement of their initial 

vision of teaching reading. Then, over the student teaching semester, I made 

classroom observations and interviewed the student teachers, cooperating teachers 

and university supervisors, and collected documents for analysis, such as weekly 

reflections and lesson plans. I developed a checklist of Culturally Responsive 

Indicators and Strategies to help assess the extent to which cultural responsiveness 

emerged in the student teachers’ practice. In analyzing data, I began with categories 

suggested by previous research and then looked for other categories that emerged 

from the data. NVivo-7 qualitative data analysis software assisted in managing all 

data. By looking at the visions and practices of these student teachers, this 
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dissertation study contributes to understanding how the participants’ visions 

intersected with their practice of teaching reading to students of diverse backgrounds 

in the context of urban classrooms. 

 The next three chapters contain individual and cross-case analyses of the 

visions, practices and context of the participants. Chapter Four profiles the student 

teachers and their developing visions of teaching reading to students of diverse 

backgrounds. Chapter Five analyzes the intersections of vision, practice, and context 

based on the conceptual framework, and Chapter Six reports a synthesis of the three 

major intersections across the five cases. 
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Chapter 4: The Student Teachers and their Visions: Influence, Development, 

and Change 

  
 This chapter highlights individual case studies of the five student 

teachers and their visions of teaching reading to students of diverse backgrounds. The 

focus of Chapter Four is how the participants characterized their visions of teaching 

reading for students of diverse backgrounds at the beginning of student teaching. 

Building on that vision statement, I explored what part attitudes and beliefs, previous 

educational and inter-cultural experiences played in shaping their visions, and what 

other factors contributed to their visions. 

From a sociocultural perspective and based on previous research and my 

conceptual framework, I expected to discover for each participant, a distinct way of 

understanding his or her role in teaching reading to students of diverse backgrounds 

based on attitudes and beliefs, previous experiences, interactions with students and 

cooperating teachers, and the context of student teaching. I did find a complex 

interplay of background, experience and personal characteristics that shaped how 

these student teachers envisioned teaching reading to students of diverse 

backgrounds. The “personal mission” (Duffy, 2002, p. 336) underlying decisions by 

each student teacher surfaced more for some participants than others. 

Duffy (2002) used visioning with preservice teachers to accomplish two goals: 

1) to promote teacher consciousness of the ambiguous nature of (especially) literacy 

teaching so they would be able to “respond appropriately when teaching equilibrium 

is disrupted” (p. 336), and 2) to encourage creativity in responding to the need for 

adaptation of instruction according to student needs. For the participants of this study, 

inviting them to articulate their visions of teaching reading to students of diverse 
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backgrounds before and after student teaching allowed me a glimpse into the 

development of their goals for their students and themselves as teachers. 

For these five student teachers, similarities and differences appeared both in 

how beneficial their visions were to their practice and to some extent in the 

constellations (Hammerness, 1999) they inhabited. I begin by narrating the stories of 

the five student teachers and their background experiences that influenced the 

development of their visions of teaching reading. Each profile includes a discussion 

of how the visions changed in the course of student teaching in a diverse classroom. 

Next I discuss the Hammerness (1999) framework with which I analyzed each vision 

statement and narrate Sylvia’s vision statement as an example of a clearly articulated 

vision. Then, Tables 5, 6, and 7 display the key elements expressed in all five 

participants’ initial vision statements and responses to follow-up questions in the first 

interview. Finally, I analyze the vision statements across all five cases to highlight 

common issues that emerged. The vision statements were prompted by the following 

questions: 

What does it mean to you to be a good or effective reading teacher in a 

culturally and/or linguistically diverse elementary classroom? How do you 

envision yourself as the ideal reading teacher for students of diverse 

backgrounds? Describe your role, what you do, classroom environment, 

materials you use, what role the students play in learning, what role parents 

play, and other characteristics of the classroom or school setting that you find 

important to your image. 
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The interpretation of these stories of five student teachers is mine – a snapshot 

of people, experiences and personal thoughts based on what they shared with me in 

writing and through interview responses. I used an interview guide that included the 

same topics for all participants; however, particular questions resonated more with 

some individuals, inviting more probing, so the amount of detail presented differs 

according to the emotional attachment they felt about the topic and what they were 

willing to share about their experiences. I am aware that my questions may have 

opened the participants to reflections about their lives and teaching they might 

otherwise not have considered (Stake, 1995). However, I present each case as one 

analysis of their complex stories through thick descriptions and quotes. My goal was 

to capture the context of their thinking about diversity and reading instruction as their 

student teaching experiences unfolded.  

Hunter – In Need of Structure 

I always wanted to make a difference. I wanted to be someone special. I feel 

like a teacher is where that's at. I always see these people who make it- 

superstars, and they get all the credit. I feel like a teacher is the person that 

should get the credit from specific people. It's rewarding to me.13  

 

Hunter Wallace14, a 23 year old White male from a small town flanked on two 

sides by mountains, recalled wanting to be a teacher as early as the fifth grade. From 

the beginning, he was drawn to younger students and decided to major in Elementary 

                                                 
13 Unless otherwise noted, all student teacher quotes in this chapter are taken from Interview One, 
between February 1 and February 8, 2007. 
14 Pseudonyms are used throughout for participants, schools and other locations. 
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Education and minor in Early Childhood Education. “It's not just that at that age 

they're still easy to mold. But when they get older, some of them put up that brick 

wall, and when they're younger; it's a lot easier to get through to them, I think.” Being 

a positive influence in the lives of young children motivates Hunter, but he also wants 

to receive credit for his work. His goals after teaching in a primary classroom for a 

few years are to become a special education teacher and then an elementary school 

principal. 

Hunter is an avid outdoorsman. He learned to hunt and fish at a young age 

with his dad and like many in his community, holds traditional family views. His 

mother works, but his father is the primary bread-winner. He is engaged to be married 

after graduating and has always expected to return to his hometown and school 

district to teach and start a family. 

Growing up in a small, all White, middle-class community15 with both 

parents, Hunter was the middle child of three. He was identified as “gifted and 

talented” in the first grade, and his mother encouraged in him the expectation of 

going to college. Hunter joined the Army at age 18 in order to have his college 

expenses paid and is the first in his family to attend college. He remains in the Army 

Reserve and reports one weekend a month for military duties. 

Hunter considers himself an organized person who likes structure and order: 

“I’m very organized. I think it’s the military coming out in me. Sometimes the 

classroom I’m in right now can get a little chaotic. I don’t know if it’s because I came 

in, and the students have been testing me.” The issue of organization and structure 

                                                 
15 See Table 3 in Chapter Three for census statistics on the hometowns of each participant. 
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came up again during the interview. We were discussing his first impressions in the 

urban school.  

It was a shock. It’s a lot different from the setting I’m used to. It seemed like a 

lot of chaos. Kids were running around in the halls, a lot of bullying… The 

first thing I thought, wow, this is going to be a challenge. I come from a 

military background, and I’ve been in the military for six years now, and I’m 

used to discipline, so that was a challenge. 

 

Judging from conversations with his university supervisor and cooperating 

teacher, however, it is more likely that Hunter requires structure and order but seems 

to have difficulty developing it for himself. In my first classroom visit, I observed that 

Hunter closely emulated the structure and choice of materials and activities used by 

his cooperating teacher. He reported frustration and anxiety over the amount of work 

and seemed to be looking for a structure to guide him. Hunter claims to be organized, 

and he appears to need organization, but he had difficulty demonstrating that he knew 

how to achieve that in a classroom of students expecting him to be the organizer. 

This issue of structure and organization and how it is accomplished in a classroom 

was a major theme throughout Hunter’s student teaching. His vision of expecting an 

organized classroom conflicted with his inability to create an organized classroom, 

and that affected his decisions and preparation for reading instruction. 

Early Influences 

Hunter did not attribute his thinking about teaching to particular individuals 

from his own educational experiences, but other comments suggested that his 
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attitudes about what constitutes good teaching may in fact have originated with his 

childhood experiences. From his own experience, Hunter reported enjoying the time 

he spent reading with his mother. He also fondly recalled his second grade teacher 

and her way of teaching. “I really liked my second grade teacher. She was great….I 

remember her as an excellent teacher. We did a lot of writing, and she read books to 

us.” His vision of teaching reading includes ideas of a comfortable location where 

students can share books with the teacher, whereas, some of his own elementary 

classrooms were much different. 

In the classroom, I don’t remember being able to take a book out of the 

classroom. We did have basal readers, but those things are something else! I 

don’t even know what I want to say about those, but it wouldn’t be positive. 

We used to do that round-robin reading, and it was awful! If you had kids who 

couldn’t read that well, they would stumble over the words, and kids would be 

giggling. That’s so bad! I would say that the reason I was such as good reader 

is that my mom read to me all the time, and she bought me lots of books. 

Learning about Diversity 

Having grown up in an ethnically-homogeneous community, Hunter’s views 

of diversity seem to be based on criteria other than race or culture. His family had no 

reported contact with individuals of diverse backgrounds. He did, however, talk at 

length about his uncle Jason who has Downs Syndrome: 

Besides my brother, he [Uncle Jason] was my best friend. We would go out in 

the mountains where we lived and play all day long. My uncle Jason is pretty 

severe. Some people can’t understand him when he talks, but I grew up with 
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him, and I understand him perfectly. Growing up, I could see what the 

differences are and how you really need to help someone who has those 

differences and work with that person. I really built a relationship, and if I had 

to say one person who was the most influential in my life, it would have to be 

Jason. He had so much exposure to being out with other people, and my 

grandma didn’t shelter him. He’s been the most influential in my life as far as 

education. My first idea when I came to college was to be a special education 

teacher, but there’s no major here for that. Now, I plan to get my masters in 

special education. 

Hunter was influenced to teach by his interaction with his uncle with special needs. 

He thought about becoming a special education teacher but was constrained by the 

lack of an undergraduate program in special education at his chosen university. He 

had little or no experience with individuals of diverse cultural backgrounds, but his 

uncle Jason taught him people can be different and have different needs. 

Once grown, Hunter’s world broadened. “In the military I’ve had a variety of 

experiences with people of different races and nationalities. In basic training, I took it 

upon myself to go visit all the different churches to see what the different religions 

were like.” On further questioning, I learned that the “different religions” Hunter 

visited were actually different Christian denominations. Still, he made an effort to 

seek out new experiences. He also interacted with individuals of diverse abilities 

other than his uncle Jason. 

Another experience I have had is coaching Special Olympics swimming. The 

students may be White, but they have different needs. Diversity is also 
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different needs as well. I love working with those guys and girls. It’s amazing 

and so rewarding. I’ve been doing it for about 4 years now. I go to their 

dances and chaperone, and they’re all my friends. 

I asked Hunter if he had grown up hearing racial or ethnic slurs. He was candid in his 

response: 

Absolutely! You know, you grow up in a small town where you haven’t been 

exposed to things, the parent as well as the kids talk that way, and I may have 

even joined in sometimes [chuckles and then grows serious]. Of course, that 

was before I joined the military and was exposed to other people. 

When asked how his upbringing has influenced his thinking about people of diverse 

backgrounds, especially now that he was working with African American and Latino 

students, Hunter was reflective: “It’s something I thought might be difficult, but as I 

get more into what I’m doing, I see right through the color thing. I’m very open-

minded, and I like the challenge.” Although he did not request the urban placement16, 

Hunter expressed willingness to student teach in the urban district and took credit for 

the decision:  

I'm glad I chose to work in an inner-city school rather than working out in the 

middle of nowhere, because I grew up in a small town. I never really had that 

kind of experience where they're culturally diverse. It’s not really where I'm 

from. It’s a really good experience, and I love it. 

                                                 
16 According to university procedures, teacher education students are required to log hours of 
experience in rural, urban and suburban classrooms.  A student may request a particular student 
teaching placement, but if he has not logged enough field hours in urban classrooms, he might be 
placed in an urban district. 
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Visions of Teaching Reading 

Like his vision of the reading environment in his classroom, some of Hunter’s 

negative feelings about basal readers may be attributed to an emphasis on other 

aspects of reading instruction in his reading classes. 

Something I learned about but I haven’t been able to implement yet are 

literature circles – I love them. They cover all aspects of a student’s ideas, and 

students can do what they’re interested in. The students get to work with each 

other and learn from each other. I really want to do that. 

Later in the same interview, Hunter elaborated on his vision of teaching reading: 

I thought about literature circles, and you always read to kids, so I thought 

about reading to children. I thought about having them have time to read to 

themselves. My classroom vision before I got into student teaching was 

having beanbag chairs and having their little corner or library where they 

could just go and pick up books and read them. I thought about being able to 

pull groups to come sit on the couch with me and read to me. That’s the kind 

of classroom I pictured. When I got here, I thought, “Wow! That’s not it at all! 

 

Hunter rejected the basal readers he experienced as a child in favor of 

literature circles he learned of in his teacher education program; however, his vision 

reflected only superficial aspects of interacting with children in reading based mainly 

on visible characteristics in classrooms he observed and one aspect of reading 

(literature circles) he learned about in a reading course. He could articulate no well-

organized set of strategies for guiding students’ development as readers. The 
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comfortable, emotionally-safe environment he envisions is positive, but it lacks the 

structure and organization he claims to value. This superficial view of teaching 

reading may be due to not having a minor in reading like the other four participants. 

As an Early Childhood minor, Hunter had taken only three courses in reading and 

language arts, in contrast to eight courses for students with a reading minor, and he 

had not yet completed the Early Childhood block. 17  

Hunter’s exposure to diversity in the military allowed Hunter to feel that he 

has embraced diversity, but it did not exclude him from the “culture shock” of an 

urban classroom. Because he enjoys authority in his military role, he expected his 

students to automatically grant him authority and the control that implies, but they did 

not. His vision of teaching reading to students of diverse backgrounds assumed self-

motivated students who already knew how to read, but his urban second-grade 

classroom was made up of children of varying reading levels, some with challenging 

behavior patterns, and many English language learners. 

The greatest changes in his vision of teaching reading were the clarity 

surrounding aspects of reading, the need for more systematic planning and 

preparation, and interdisciplinary approaches. Hunter’s vision statement from the 

final interview includes a clearer vision of aspects of reading instruction: 

I’d like to have a share time for students to retell their book and summarize. 

During independent reading I have mini-lessons based on what I feel my 

                                                 
17 I learned during the semester that Hunter was allowed to student teach before completion of the 
“Early Childhood block,” a semester of four courses including 1) a practicum in a K-2 classroom; 2) 
language development, literacy and play; 3) assessment in early childhood; and 4) primary curriculum 
that usually precede student teaching.  The reason for his request was so that he could take the Early 
Childhood block in the summer following student teaching and still graduate before his military 
deployment in September. 
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students need to work on. They might be the whole class or small groups 

depending on what the skill is. At the end we might think and then share with 

each other, with a partner. I see guided reading. I like it. That was the toughest 

thing for me and the last aspect of reading I picked up and still didn’t think I 

could do a good job of it, but now I write my lessons out. I have my students 

leveled, and I know what strategies they need to work on, and I focus on what 

they need. 

 

Hunter also incorporated interdisciplinary teaching in a two-week unit. 

Although he had learned about teaching units in his classes, this was his first actual 

experience using the approach in an actual classroom setting: 

I’d have magazines, especially for science. We don’t have any science 

curriculum, so I would definitely add science and cross-curricular activities. In 

this district, I could use their same schedule and routine but what they would 

be learning would be related to science. Even in phonics, I found some 

activities using animal words to go with the unit. I love interdisciplinary 

learning. The kids can make more connections.  It’s a lot of work but I think 

it’s the most effective. 

In the end, asked if his attitudes and beliefs about teaching students of diverse 

backgrounds had changed, he indicated they were more positive, and he accepted an 

interview for a teaching position in the urban school district. 

They [attitudes and beliefs] have changed for the better. I came in not sure of 

what to do. I was nervous about the environment because of being, you know, 
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from the mountains. City life was definitely a culture shock for me! I thought, 

‘How am I going to teach them effectively, what are they interested in, what is 

the correct way to teach them?’ What I found was I taught them in a way I 

would teach any other student. This experience was a learning experience for 

me, and I wouldn’t change my experience for the world. I wouldn’t say I had 

negative views, but you hear stories, and you get worried and nervous. Yeah, 

it’s a bad area, a poor area, but the kids can’t help it. It’s not their fault. People 

say they’re going to grow up to be thugs, or drug addicts, and they do bring in  

inappropriate things to class, but I pushed for them to focus on their dreams 

and stay involved in education. 

While Hunter’s attitude became more positive and hopeful, he has not embraced the 

integration of the students’ cultures into his teaching. His lack of attention to the 

backgrounds of his students has implications for teacher education programs striving 

to develop teachers who are more culturally responsive. 

Joseph – Taking Multiculturalism Home 

Joseph Colden, a 21 year old White male, described growing up with his 

mother and brother. His biological father left when he was four years old. After that, 

they lived on and off with his mother’s boyfriend, to whom he refers as his 

“sociological father.”  

We lived with my sociological father up until I was 12, between 5 and 12…. 

He has a son of his own and his son used to beat me up, so we moved out until 

he graduated, which was a two-year period. And then we moved back in with 

him. Then they split up again, and we ended up living out in a really trashy 
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area of the town. The places are run-down, and it gives the idea that this is an 

industrial town and not everybody has money in this place. That's the kind of 

area we lived in. Lots of double houses, trailer parks that are run-down - a lot 

of low-income housing. We lived there until I was 18. Then my mom met up 

with her current boyfriend, and we've been living with him ever since.  

 

Home for Joseph is a small rural community about one hour north of the urban 

district where he did his student teaching. It became clear that Joseph saw college as 

an escape from his hometown, and his expectation was that anyone in that type of 

situation should want to do the same. 

I graduated with 52 people including myself. And it's a very small town. 

Ethnically, it's the same kind of people. We have 13 churches. The town is 

very religious. It's all White people, pretty much. We have a few African 

American families, we have a few Hispanic families, and the only Asians in 

our town were the ones who owned the Chinese restaurant. A lot of people are 

racists or bigots and as far as multicultural things that went on there, there 

really wasn't anything. Most people are German descent. They have a saying 

in my hometown: If you're raised there and you don't get out after high school, 

you're going to stay there. That's definitely the kind of area that is. We have a 

metal factory in my town, and if you find yourself working in the metal 

factory after you graduate, you’re going to stay there. You're going to be 

stuck. 
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Joseph indicated that about half the high school graduates in his town stay in 

the area. He seems to value being one of only a few of his classmates to get a college 

degree within four years. 

A lot of them have dropped out of college now, and they've gone back to the 

area. I think right now about five kids will graduate from college. A lot of 

them take five or six years to graduate. Some are in jail, some are working in 

the metal factory, and some of my best friends from high school are working 

at Best Buy. Sure they have good jobs and some are in management positions, 

but they didn't get an education. 

  

Joseph arrived at college without clear direction for his future and with long 

hair and body piercings. He had been an athlete in high school and pursued extreme 

snowboarding and skateboarding outside of school. Through the Career Development 

Center, he became aware of his aptitude for teaching and thought about being an 

English teacher because of his love of reading and writing. Ultimately, he decided 

that an elementary education degree would make him more marketable than being a 

secondary English teacher. During interviews with the associate dean, he received the 

message that his physical appearance would have to change before he entered 

elementary classrooms, so the long hair was cut, and he removed his chains, studs, 

and rings. 

When it came time to apply for student teaching, his lack of urban field 

experience, like Hunter’s, conflicted with requirements. He was hesitant about the 

placement and concerned about discipline and scripted curriculum. 
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Joseph - Actually I really had no intention of being in an urban school. I 

requested a suburban school…. I suppose after some of the advisors looked at 

my records and saw I didn't have exactly enough urban education hours, they 

decided to place me in the urban setting.  

Becky - How did you feel about that when you found out that you were placed 

in an urban classroom? 

Joseph - I was a little distraught to be placed in an urban setting because I 

knew it was going to be harder, as far as discipline goes. Then a lot of time 

what I've seen in urban settings is that they have your entire curriculum 

mapped out before you get there, and it's just really not as creative as a 

suburban or rural setting. 

 

Joseph’s ideas about urban curriculum and classrooms seemed to be based on 

common assumptions and generalizations about urban schools from the media. He, 

like Hunter, did not seek out a student teaching placement with students of diverse 

backgrounds, but he expressed interest in multicultural education as he understands it. 

Early Influences 

Joseph learned to assert himself and take initiative early in his life. Because of 

his experiences at home, he took on responsibilities at a young age.  

I have a biological brother. He's a great guy, and he's in the army now, but we 

didn't exactly make nice when we were growing up. Then after my parents 

split up, he got into a lot of drugs, and we got him the help he needed, and 

then after I became the man of the house, he decided, ‘Now that I see my little 



120  
 

brother doing what he's supposed to do for the family and helping pay the 

bills, maybe it's time that I should grow up too.’…now he's in the Air Force, 

and he's married and doing well for himself. 

 

 Joseph attributed his independent thoughts and decisions to these early 

experiences at home. He learned self-reliance and felt he was not blindly accepting 

the ideas espoused in his household. Some underlying assumptions from his 

childhood remained, however, and would surface in his student teaching experience. 

 Unlike the other four participants, Joseph spent half the semester with Ms. B, 

an African American teacher of third grade, and half the semester with Ms. T, a 

European American teacher of sixth grade. The contrast between the contexts of the 

two classrooms contributed to Joseph’s changing vision about teaching students of 

diverse backgrounds. Ms. B’s classroom consisted of mostly lower-middle-class 

students with parents who were somewhat involved in their education, but Ms. T’s 

class was in a school populated with a high percentage of families on welfare living 

in subsidized housing and in which the parents played a minimal role. Both schools 

are predominately African American.  Whereas Ms. B was strict in managing both 

behavior and reading instruction, Ms. T gave Joseph free reign in teaching reading. 

The looser structure of the second classroom encouraged a more relaxed atmosphere 

but also created more classroom management issues for Joseph. In Interview One, 

Joseph described his first placement: 

I was really intimidated to go into the school and work in the classroom that 

I'm in. My [first cooperating] teacher is a traditionalist, and she has absolutely 
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no problem getting up in front of her kids and yelling at one of them that they 

need to correct their behavior in front of the whole class. And to be honest, I 

walked in the classroom, and it scared me that she yelled at this kid in the way 

she did. I was wondering how she would feel about me coming in her 

classroom. Not just in this classroom, but I've taught in other classrooms with 

females before and you're just intimidated by a man's presence in that 

classroom. 

Judging from other comments as well, he appreciated the classroom control the 

teacher’s strictness created; however, he disagreed with the atmosphere it created18. 

He was unable to maintain that control when his cooperating teacher left the 

classroom, however, because it relied on her personal power over the students. 

Also interesting were Joseph’s gender expectations. Perhaps because of his 

mother’s situation and having to become the “man of the house” at an early age, he 

seemed to doubt the competency of women as leaders: 

Joseph - I've only really seen men as administrators in my own experience and 

in [this urban district], a lot of administrators with the exception of one or two 

are men19. In my school, both of the administrators are women, and it kind of 

surprised me. 

Becky - Did you think it was better/worse? Did you have different 

expectations then because you found out they were women?  

                                                 
18 In week seven of student teaching, Joseph reported to his supervisor that Ms. B had yelled at him 
and called him down in front of the class.  Based on that incident and the supervisor’s opinion that 
Joseph was not being allowed any discretion in planning his own reading instruction, he was moved in 
week nine, to a different placement in another school within the district. 
19 Joseph’s assumption is not accurate. Out of 14 K-8 schools in this urban district, only two have male 
principals. The other 12 have female principals. 
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Joseph - Not really. As far as I've seen, it’s just a normal school even though 

it's two women in charge. Now I see that women are more than capable of 

taking over an urban setting and this school. This is something new for me, 

but they're definitely doing a pretty good job in their school. 

Becky - Was any of your surprise because of the fact that the principal is a 

White woman? 

Joseph – [Chuckles] That was one of my surprises: that she is a White woman. 

I expected to see a woman full of attitude and not necessarily as calm as she 

is, especially with some of the teachers that are so full of attitude in the 

classroom. [I didn’t expect] for her to be real calm and real specific about 

what she wants students to do, for her to have high expectations of students 

when I had not seen that before. 

When probed further, Joseph explained that the “women full of attitude” he was 

talking about were female African American teachers. 

Learning about Diversity 

Joseph’s family had no social or personal contact with people who were 

culturally different from themselves. Early exposure to ideas about individuals of 

diverse backgrounds came from Joseph’s step-father, who was later contradicted by 

Joseph’s teachers: 

My stepfather - he would say, ‘Mexicans this, and Mexicans that -  taking our 

jobs’...now he's got this thing about - Tyco is starting to move a lot of their 

company over to China, and ‘Chinese people are taking our jobs, and are no 

good,’ and even Black people - he's just talking about, ‘they're lazy’ - and I 
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know better than to believe that because some teachers that I had just 

engrained it that we have other cultures in this world, and just because you're 

White, and just because your parents say something about Black people, 

Hispanic people, Asian people - whatever - doesn't mean it's right. These are 

teachers I had in middle school and high school. We didn't really get into a 

whole lot of culturally diverse things when I was in elementary school, for 

example, they didn’t start celebrating Martin Luther King Jr. Day until the 

year that I got out of high school. It was kind of ignored. 

 

From these comments and the implication that Joseph did not want to be 

“stuck” in his hometown, I was surprised when he said he wanted to return there to 

live and teach. His motivation, however, is to be an agent of change: 

I think it'd be great to go back to work in the area. I hate to say it, but I'd like 

to bring a little bit of class and a little bit of dignity to that area - teach some 

multicultural education and get these kids to realize that White people are not 

the only people in this world. You're going to meet a lot of different people, 

and regardless of what your dad or uncle or grandpa is teaching you, people of 

color are people too, not just White people and that they don't need to grow up 

to be a bunch of bigots. 

 

Joseph made it clear that his attitudes and opinions were his own and not 

based on those of his parents. “Whatever my dad would say growing up, I would 

discard. It would go in one ear and out the other. I'm kind of an individual person, and 
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I do whatever I want with people…” He attributed his strong rejection of intolerance 

of others to his personal experience of being ridiculed for his physical appearance as a 

boy. 

When I was growing up, I had a lot of discrimination against myself…. I 

squinted if I didn't have my glasses on, and I have almond-shaped eyes, and I 

don't really have eyelids, so sure, maybe I'd be mistaken for a Chinese person 

growing up, I don’t know! They'd make a lot of derogatory comments to me - 

even some of my friends would do it. It got to where I would start beating 

people up over it. They'd come up and say something to me, and when I went 

back to my hometown, somebody made a comment to me, and it took 

everything I had not to beat the snot out of them! Seeing that kind of 

intolerance and hatred for one kind of person is a powerful image - you can't 

go back and do the same thing to somebody else. 

 

Joseph also attributed some of his thinking about multicultural teaching to a 

particular professor of education: 

Dr. _____[education professor] is the one who inspired my ideas about 

teaching multicultural and diverse issues to the students – let them know there 

are different cultures in the world and teach so they don’t become racists and 

bigots and they don’t think they are the only people here. 

 

 Although Joseph did not volunteer for the urban placement, he used his 

experience of personal discrimination and the conflicting attitudes of his step-father 
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and his teachers to form opinions of how to treat others. That early influence, 

however, did not overcome his underlying assumptions about gender or about urban 

families that came to the surface in his second placement. He looked to his own low-

income background and personal drive to improve his economic conditions as a 

model anyone should want to follow. He did not consider other constraints his 

students’ families might face due to race or culture: 

It really surprised me to see the neighborhood because most of the parents are, 

I hate to say it this way, but lazy. They really don’t care, being on welfare is 

good enough for them, and they don’t strive to make anything better for 

themselves. I realized before student teaching that everybody is different, but I 

didn’t think I’d find anybody that would not strive for something better, like 

some of the families of my students now. I hadn’t believed my professors 

when they said reinforcement between home and school is a big issue, but 

now I can see it because the kids who come from those families really don’t 

appreciate the education they’re getting, and they couldn’t care less about 

what they’re being taught. They’re not striving for excellence. They’re not 

striving to learn. 

 

As the semester progressed, Joseph seemed more frustrated with the situation 

in his classroom and lost hope for some of his students. He did not seem to recognize 

that he was expressing the same kinds of opinions he had rejected from his step-

father. Although Joseph’s vision does not necessarily steer him toward urban teaching 

in the future, he is interested in opening the world of diversity to students from his 
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hometown. Because of his limited view of multicultural education, however, it 

remains unclear how effective he will be in changing attitudes of his hometown 

students. 

Visions of Teaching Reading 

Joseph attributed his initial vision of teaching reading specifically to his 

reading classes. As a reading minor, his junior year was spent immersed in reading 

courses. “Most of my ideas came from those classes. I didn’t really have any set ideas 

before that.” Unlike the other participants, Joseph did not mention his own classroom 

teachers influencing his vision of teaching reading but rather, a combination of 

reading coursework and field experience: 

A lot of my courses had field experiences, like tutoring with Dr. ___. A lot of 

my ideas of what I’m doing now came from trial and error. If it doesn’t work, 

let’s try something different. Even now, if something doesn’t work, I try 

something different. The concepts came from courses, but what I choose to 

use came from my field experiences. 

Joseph’s vision of reading instruction seems to be based on his teacher 

education courses; however, his attitudes about multicultural teaching and learning 

appear to be a rejection of what he heard and experienced in childhood coupled with 

what he learned in a multicultural education course. Joseph, like Hunter, highly 

values his own experiences in shaping his vision, but unlike Hunter, Joseph described 

an instructional program for reading including major aspects of instruction. His 

experiences with diversity are quite limited, and his concept of multicultural 

education seems to be located within the “contributions approach” (Banks, 2004), in 
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which the teacher focuses on holidays, heroes, and visible elements of culture. Some 

deep-seated assumptions have not been erased, consistent with research that has 

found attitudes to be resistant to change (Pajares, 1992). 

 Major changes in Joseph’s vision of teaching reading to students of diverse 

backgrounds consisted of a move from less-structured to more-structured reading 

instruction, more emphasis on multicultural education for all students, and better 

organization on his part. 

I think a lot of kids need more explicit instruction. Teachers need to get back 

to that, but they can’t just say it. Kids need to hear it, then they need to see it, 

and then they need to do it so they get all styles of learning. With all that’s 

going on right now, you don’t always have time to do that, but I don’t care. 

Once the classroom door is closed, I may do it anyway! 

Joseph felt his attitudes had been strengthened about all children benefiting from 

multicultural education: 

Children from every background need diverse education as far as the 

strategies and content they are learning, such as history and culture using 

different trade books. It really helps when you have a heterogeneous 

classroom and everyone is unique. The kids learn from that. 

Like Hunter, he appreciated the need for more personal organization as a teacher, and 

he credited his reading courses for providing the strategies for teaching reading: 

I strive for organization. That’s one of the things I’ve been working on. I have 

sort of a chaotic organization going on. I know where things are, but it’s not 

enough. I need to have everything set up, have an exact order of where they’re 
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going and giving clear expectations. Another thing is knowing the strategies to 

draw from to help kids learn how to read. That’s one thing the university did 

prepare us for – learning how to help students with reading problems. The 

university should put the reading minor courses right into the elementary 

education program. I can’t imagine doing what I’ve done without those 

courses. 

 

Joseph’s experiences in two urban classrooms did not seem to change his 

vision of teaching reading to students of diverse backgrounds. His case is indicative 

of the complexity of influences and how they interact to develop teacher vision. 

Joseph does not even seem aware that attitudes from his upbringing are continuing to 

influence his thinking about diversity. Joseph’s plan for teaching reading in his 

hometown district did not change. He did not interview in the urban district and 

moved back to his mother’s home after graduation. He plans to work at another job if 

he cannot secure a teaching position in his hometown or a similar near-by district. 

Sylvia – A Colorblind View 

Growing up in what she describes as “the country,” Sylvia Clyde, 21, lived in 

a town of 3,000, about 150 miles from the nearest city. Sylvia’s White, middle-class 

household consisted of both parents, one sister and two brothers. She considers her 

up-bringing somewhat sheltered and was surprised that her fifth-grade urban students 

discussed topics, such as alcoholism, that she was not aware of until she was much 

older. 
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Early Influences 

 Like Hunter, Sylvia was influenced to become a teacher by one of her family 

members: 

My older brother has a reading disability, and I see him struggling all the time. 

He can’t comprehend past a fourth-grade level, and he’s 24. He can read, but 

he can’t comprehend. So if I can make a difference in one child’s life and not 

have them have that struggle, that would be great. 

 

Sylvia did not specifically request the urban placement for student teaching, 

but she was not surprised or unhappy about it. “When I wrote my philosophy of 

education, I wrote that diversity is a tool and not a weakness, and I think that’s why I 

was placed in [this urban district], but I’m not sure.” Still, it took several weeks into 

her methods course placement to get over her anxiety: 

[I got over being scared] probably within the first two weeks of my placement 

last semester. I was in [this urban district] with a different co-op in a different 

school. From that experience, I saw they [the students] wanted to be in school. 

They were excited to learn, and I had a stereotype that these kids were bad and 

really mean, but they’re not. They’re just like any little kids – they’re excited 

to be there. 

 

Even before beginning to work in the urban district, she researched online to 

gather information. What she found were some differences she expected and some 

similarities she did not expect: 
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When I got my placement, my mom and I got on the internet and compared 

the school district with my hometown district. The website shows information 

about – details like, we found it really funny because my school district had 

like only four African American students, and it’s completely the opposite in 

this school district. [In] my home district, about 15% receive free or reduced 

lunch, and in this district, it’s almost every student, so that surprised me. And 

the single-parent homes – that surprised me on both ends. I didn’t realize that 

many students didn’t have two parents in my hometown. It was almost 60% at 

home, and I think it was about the same in [this urban district]. 

Learning about Diversity 

 Although Sylvia was surrounded by prejudicial comments growing up, her 

immediate family worked to counteract that influence. She encountered resistance 

about working in an urban setting but expressed a commitment to changing the 

pattern of discrimination for her younger family members: 

Sylvia – My uncles and my grandfather are very prejudiced, so growing up I 

know I heard comments, but my parents would say, ‘That’s wrong. They’re 

just the same as you, there’s nothing different in them,’ and I can see it upsets 

me more now because of my students. I actually want to work in [urban 

district] after I graduate, and when I share my thoughts with my grandparents, 

my grandfather says, like ‘Why do you want to work with them?’ and things 

like that. It frustrates me because I have a lot of young cousins, and I know 

they’re hearing that. I guess I did grow up with that, I just wasn’t as aware of 

it. My parents just handled it by telling us it was wrong.  
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Becky – Has hearing those things influenced how you think about working 

with students of diverse backgrounds? 

Sylvia – It’s influenced me to the positive – made me want to educate my 

younger family members – that they’re not that different from us, and 

sometimes it makes me want to step up to my grandfather and say, ‘Well, 

what makes you think this way? You never interacted with them,’ but he 

would take it as disrespectful, so I won’t do it! 

 

Sylvia went to school with only two non-White students. One bi-racial girl 

was her good friend, and she talked about their relationship: 

Becky – Did they hang out with the White kids? 

Sylvia – Yes, they did, in fact I was friends with one of them, but I didn’t 

think of her as African American. Her mom was Caucasian. 

Becky – So she was actually bi-racial? 

Sylvia – Yes, but I didn’t see her as African American. 

Becky – Did she see herself as African American? 

Sylvia – When we were filling out college applications, she didn’t know what 

to mark. If anyone else saw her, they would say she was African American, 

but she didn’t know what she was. In her mind, she wasn’t, but to look at her, 

you’d say she was. 

 

Sylvia and her friend were apparently close enough to talk about the issue of 

what race to mark on her college application; however, neither Sylvia nor the friend 
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herself saw her as African American. She was phenotypically African American, but 

Sylvia considered her in the same cultural group as herself. These two examples point 

to a “color-blind” view of multiculturalism. Sylvia’s parents used the argument that 

“they (people of diverse backgrounds) are the same as you” to contradict the 

prejudicial comments by other family members, and neither Sylvia nor her friend 

“considered her African American.” Cochran-Smith (1995) advised against mistaking 

color blindness for equality, and Valli (1995) argued that not seeing color can hinder 

White teachers in recognizing their own dominating culture. In Sylvia’s 

understanding, she was rejecting the discrimination of her grandparents, and that 

represented a positive step towards her acceptance of a role in teaching students of 

diverse backgrounds. 

 Sylvia does not remember literature about different cultures in her elementary 

classrooms: “Maybe if I had been exposed to that, maybe I wouldn’t have had the 

stereotypes I had, and I want to make that different for my students.” She considers 

this lack of cultural literature the root of her assumptions about people different from 

herself; however, her stereotypes may also have come from comments from family 

members. She collected some information about different cultures in her class of 

Multicultural Issues and Strategies; however, she did not feel well prepared for the 

urban setting she entered for student teaching. Like Joseph, she learned a 

“contributions approach” to multicultural education, but she tried to move beyond 

that with her students. From her experiences in student teaching, she recognized the 

importance of building relationships and integrating the students’ interests based on 
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their backgrounds. She elaborated in the context of teaching an interdisciplinary unit 

on the Civil War: 

As far as their reactions, they’re really into slavery and what it was like and 

why we had slavery. They can’t get past slavery, so the unit has turned out to 

be more on slavery than on the Civil War. For three weeks we did study the 

Underground Railroad, what the abolitionists did, and what it was like to be a 

slave. I didn’t plan on spending so much time on slavery….From their 

reactions to what we had done so far, I saw how much they were into studying 

about slavery, so I decided to go that way. It surprised me because I thought 

they wouldn’t want to talk about it, but it was the complete opposite. I was 

really afraid of teaching the slavery part of the Civil War because I thought 

they were going to have negative reactions, but they just questioned why. 

Although she felt insecure about addressing the subject of slavery, she decided to 

focus more on it because of her students’ interest. She integrated her reading 

instruction into the social studies content of importance to her students. 

Visions of Teaching Reading 

 Sylvia considers reading more than simply recognizing the words on a page or 

a set of skills. “It goes beyond reading the words - comprehending what’s going on, 

and then to relate to things that you’ve experienced through books, the world, and 

interaction with others and applying what you’ve read to your life.” Of all five 

student teachers, Sylvia had the most clearly articulated sociocultural view of reading. 

She was also clear about what teaching reading meant to her: 
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Sylvia - Probably half-way through my sophomore year [in college], I was 

taking my reading courses. I was learning techniques for working with kids, 

and I would go home and read with my little cousins, and I’d use those 

techniques, and I’d think, ‘Does this really work? I‘m going to apply it!’ 

Sometimes it worked, and sometimes it didn’t, and when it did, I thought, 

‘Wow! I’m going to be teaching a lot of kids to do that!’ 

Becky – Since that time, do you think your vision of being a reading teacher 

has changed at all? 

Sylvia – Yes, when I started, I thought, you apply these techniques, and they 

learn to read. The more I’m in the classroom I realize, you apply these 

techniques, and they don’t learn to read, sometimes. You have to go beyond 

those techniques; you have to find your own techniques. You have to find 

different materials for those students. It’s not just ‘learn this and go apply it’ 

like some other jobs, it’s learn this - it might work, and it might not. You have 

to find a way to make it work. 

Sylvia reflected Duffy’s (2002) assertion that outstanding teachers “adjust, modify, 

adapt, and invent; they do not emulate” (p. 333). When asked about her vision of 

classroom environment, she described it in relation to her role as a teacher: 

An open, accepting environment, that it’s OK not to be the same, where 

they’ll feel safe being who they are.  A lot of that depends on the teacher. The 

teacher has to be open and accepting to their environment because if I’m not, 

how can I expect my students to do that? 
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Unlike Hunter and Joseph, Sylvia had a greater sense of efficacy in teaching 

students of diverse backgrounds. She understood that the instruction and environment 

in her classroom was contingent upon her own attitudes and actions. Rather than clear 

changes in Sylvia’s vision of teaching reading, she experienced more of a 

confirmation of what she envisioned in the beginning. At the end of student teaching, 

her vision came closer to reality because she felt confident and empowered to put her 

vision into practice. Sylvia accepted an interview in the urban school district and is 

hoping to receive a job offer. 

Suzy – The Hard Work of Teaching Reading 

 Suzy Sanders, 22, grew up in a middle-class rural area about an hour away 

from the urban district in which she student taught. She described her hometown as 

“pretty much all White, Catholic and Protestant, middle to upper-middle class.” She 

graduated with 160 students never having had a teacher whose background culture 

differed from hers.  She is an only child. Although Suzy was not as open about her 

childhood stories as the other participants, she did share her initial thoughts about 

becoming a reading teacher: 

It’s not all games and making arts and crafts. Teaching them reading – when I 

was tutoring showed me they need a lot. There’s a lot that goes into reading… 

it’s a challenging job. I think that’s what made me go into teaching – it’s a lot 

harder than it seems, but it’s very rewarding. 
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Learning about Diversity 

 Suzy’s family had little contact with individuals of diverse 

backgrounds except for helping provide gifts and dinner to the underprivileged at 

Christmas. 

I was just taught that people were different but they should be treated the way 

you would want to be treated. There were never any feelings that others were 

bad. My parents had a really low tolerance for not respecting people….I grew 

up in a very liberal environment, pretty accepting of everyone, and I always 

felt that differences were not a big deal. 

With the idea that “differences were not a big deal,” the “color-blind” theme again 

emerged as a way of dealing with diversity. Without any real exposure to individuals 

of different cultural backgrounds, it may have been difficult to imagine how 

differences could affect one’s understanding of other people. Suzy confirmed this 

idea of difference not being important later during student teaching. In the final 

interview, when asked about how her vision of teaching in a culturally diverse 

classroom had changed, she made the following statement: 

They really focused in our classes in college that native backgrounds and 

tapping into where they came from were really important. I think it’s 

important but not relevant. The students don’t talk about it in first grade. 

They’re all learning the same things, and bringing another culture in – I don’t 

think it would be helpful. Maybe bringing in a culture for a topic would be 

good, but they don’t notice they are different. I was thinking before that if the 
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students felt uncomfortable about being of a different background, I could 

address it, but at least in first grade, it doesn’t seem to be relevant. 

Suzy seems to have a limited understanding of her role as a teacher in making 

the issues of culture valuable in the classroom. Although she learned in classes that 

home culture was important, she allowed her concept of “difference as not important” 

to reestablish itself. Her first graders did not talk about their cultures because their 

regular teacher did not encourage it. This issue has great implications for teacher 

education and the choices of cooperating teachers as role models for preservice 

teachers. 

Visions of Teaching Reading 

I’ve always loved reading stories to kids, and I thought that’s what teaching 

reading was.  When I got into my first reading class and learned about 

teaching reading, I had no idea!  I thought it would be so easy, but it’s not! I 

think my vision of teaching reading changes everyday because of my 

experiences in a real classroom. 

 

Suzy, like Hunter, thought teaching reading would be an easy task. Unlike 

Hunter, however, by the time she reached student teaching, Suzy had equipped 

herself with a clear vision of the aspects of reading needed in a diverse classroom. 

Suzy envisioned nurturing a caring environment in her classroom and saw her role as 

recognizing and supporting the individual differences in her students. 

Within the context of student teaching, with a cooperating teacher whose 

presence in the room could be described as intimidating, Suzy lacked confidence in 
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her ability to implement effective reading instruction. Not until her experience of 

more than a week teaching solo did Suzy begin to give herself credit for her ability to 

make instructional decisions and manage a classroom. That week seemed to be a 

turning point. Suzy learned that she needed to be more assertive but in her own 

classroom, she would no longer need to mimic her cooperating teacher’s style: 

I never thought I’d be the kind of teacher I am now – loud and really in it. I 

never expected to have the confidence to be so driven to just get it done. 

When I first got in there and saw my teacher, I thought, oh, no, I’m not like 

that! I like the change, but in my own classroom I think it will mellow out a 

bit. My co-op will not be there, so in my own classroom I’ll start out fresh. 

The changes for Suzy consisted of becoming more confident and confirming the 

vision of reading instruction she brought into student teaching. She, like Sylvia, 

developed a vision closer to reality as she finished student teaching. Suzy also 

interviewed in the urban district and is hoping to be hired. 

Sarah – High Expectations for Success 

 Of the five participants, Sarah Evans, 21, had the most privileged background. 

She grew up in a community of upper-middle class White families in the suburbs of a 

small city of about 56,000. She lived with her mother and father, both professionals, 

and one younger sister. 

 Sarah was always on the dean’s list in college and holds very high standards 

for herself in everything she does.  Although she, like Joseph, had a vision of making 

changes to the system of education, she was much less an individual thinker than he. 

She was motivated to exceed expectations, and in her reading instruction, she took 
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more initiative than any other participant, planning interdisciplinary units and field 

trips. Sarah was concerned about “appearance” and always wanted to present herself 

as compliant and politically correct. For example, in interview one, I asked how she 

would define culture. She answered, “Oh, I wish I had this question like after my 

sophomore year. I forget - there's like a huge definition.” When I assured her I wanted 

to know her own thoughts on the topic, she was still concerned that I was looking for 

a particular answer. 

Early Influences 

 Sarah experienced positive support in school and loved reading. She attributed 

her desire to teach to a love of reading as well as to her fourth-grade teacher: 

In terms of reading, she was by far my favorite teacher because she nurtured 

everyone's love of reading and was very enthusiastic and supportive of the 

individual needs in the classroom. She stands out in my elementary school 

experience, but I've always loved working with children. My love of books 

and reading and things like that probably helped me decide. 

  

Reading was valued in her life growing up, and Sarah articulated how 

important she views reading for everyone: 

I think I've had such a positive experience growing up in a family where 

reading was emphasized. Reading tons of books at home, reading at the 

grocery store, reading on a walk, reading this, reading that, it was always 

emphasized. When I think of reading I think of it being everywhere, being a 

part of the fabric of the life that you lead. We had it as such a huge building 
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block of our existence, it's like basic math - if you don’t know how to read or 

write or communicate, you really struggle in life. 

Learning about Diversity 

The diversity within Sarah’s home community consisted of a few Asian and 

Indian families whose parents were also professionals. When asked about any 

personal friends her family had who came from different cultural backgrounds, she 

seemed to apologize for the lack of any diverse friends: 

Not my mom. Not really my dad either. And my sister, one of her best friends 

is Chinese. But her mother and father were born here as well. She has some 

friends that were from different cultural backgrounds but, no, for the most 

part, you know, I hate to say that... 

Still, she grew up in what she described as a very tolerant environment. 

I was always brought up to be very open and very accepting of people that are 

different. My mother is Jewish and my dad is not. He is from a Christian 

family but, he doesn't really practice as much anymore, so I grew up with kind 

of both in my background and Jewish traditions and things, so that kind of 

gave me the background to be accepting of others that are different, because I 

was a little different. But that said, I felt like growing up, even though I didn't 

have close friends who were from different cultural backgrounds, I was 

always very accepting, and I think I learned that from my mom and dad. They 

are very tolerant of the people who are different than we are. 

Like Suzy, Sarah learned tolerance in theory but was not exposed to personal 

experiences with individuals of diverse backgrounds. 
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Sarah mentioned that sometimes friends or acquaintances would make 

derogatory comments about Jews, but she was hesitant to criticize them and seemed 

somewhat ambivalent in her stance: 

It didn't ever really bother me. I know that sounds like I'm not telling the truth, 

but it never really got me. I always thought they were kidding and they knew 

that I was from that background and they weren't trying - it was all in fun, sort 

of. People have slurs or whatever of any difference - not that it makes it right. 

There are politically incorrect jokes of any denomination, so I was never 

really hurt by that. I'm not extremely religious, but I do come from a family 

that it is important, so of course, you know, I would take it offensively if 

someone was disrespectful. 

 

 Sarah did not feel prepared for working in an urban setting. Although she did 

take the Multicultural Issues and Strategies course, she commented on the lack of 

diversity issues in her methods classes: 

A lot of my professors didn't really talk about it enough, knowing that a lot of 

us were in urban placements and it’s a lot different. I didn't really want a 

trophy for being in the city, but at the same time, I wanted to address the 

issues I was observing and to troubleshoot what we think about ‘How can I 

not kill myself trying to create all these activities and supplemental things, but 

what can I do to make it better?’ I don't really think there was enough support 

with that in courses that weren't specifically multicultural. 

 



142  
 

Even in her methods course experience in the urban district20, Sarah felt a lack 

of support from her cooperating teacher: 

I loved it but I was horrified. That was my first experience where I was 

walking in with a lesson, and I observed first, of course. I was horrified with 

how high my expectations of the students were for my lesson and to see the 

kind of feedback I got from the teacher and from the students. It's not that my 

expectations should have been lower, but that was just my first time where 

they didn't really mean as much as I thought they would…[the children] had 

no concept, and there were a lot of English Language learners in the 

classroom I was in. It was a huge impression at that time, so my initial 

impression was they were really behind. They don't have the resources 

necessary to help and to get better, and the teacher really was pretty rough. 

She wasn't really very caring in terms of the dynamics in a classroom. The 

fact that she had students that didn’t speak English - she did not feel it was her 

job to communicate with them or speak another language - that kind of thing. 

The perceived lack of support for working with students of diverse backgrounds 

brings to light implications for teacher education not because no support existed but 

because preservice teachers may either resist issues of diversity or expect universal 

solutions to questions about teaching and learning (Cochran-Smith et al., 2004). 

                                                 
20 The semester before student teaching, all elementary education majors complete what is called the 
Professional Semester. They take methods courses in reading, language arts, science, math and social 
studies. During the semester, the students spend 2 days a week in their field placement for the second 
and third months of the semester. Then in the fourth month, they spend an entire two-week period in 
the classroom all day, everyday, assisting and teaching. Many students then return to that class for 
student teaching the following semester.  Of my five participants, Hunter and Suzy were in the same 
classroom for both Professional Semester and Student Teaching. Joseph was in Ms. G’s class for 
Professional Semester and the first half of Student Teaching. Sylvia and Sarah had different 
placements with two teachers in two different schools in the urban district. 
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Visions of Teaching Reading 

 Sarah was a high-energy kind of person with a clear, broad, distant vision of 

teaching reading to students of diverse backgrounds. I categorize her vision of 

teaching reading as broad because she was the only participant who saw herself as 

responsible for the whole classroom and each student as a whole. By the fifth week of 

student teaching, she had fully accepted the role of teacher in the classroom, unlike 

other participants who were still struggling at week eleven to accept the total teacher 

role. She felt a calling to work with students she felt lacked home environments that 

promoted literacy as she viewed it: 

It’s so significant for children to be exposed to either their teacher if they 

don’t have people at home who are reading to them or helping them with their 

reading or initiating a love for reading. Maybe that’s why I do find a sort of 

calling being in an urban setting because I know that a lot of these children 

don't have books at home or don’t have people to read to them, and I love to 

read aloud. I think that’s so important. 

 

In contrast to Hunter and Sylvia, who specifically rejected the use of basal 

readers, Sarah would be happy with a more structured program: 

I kind of like… a basal, a book that you can, I mean, yeah, it's scripted, and I 

don't like that, like a cookie-cutter approach, but that it was all there for you, 

so it was consistent. I think that a lot of students really learn from that. I don't 

think that all the time, that it was the most effective way to teach,  but, …I 

don't think that it's reasonable to ask a teacher to come up with original ideas 
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24-7, you know what I mean, I think that's impossible, so I think that in my 

ideal classroom, if I had the accessibility of some kind of a program that was 

kind of planned out and then I can pick and choose from it and supplement 

other additional resources and other books and texts, and support. For me, 

especially as a first-year teacher with students that would need additional 

support, it would be overwhelming for me to create from scratch. 

Sarah actually came the closest to the assistant superintendent’s vision of how 

teachers in the district should approach the mandated balanced literacy program, and 

she worked with a cooperating teacher who held a similar view. The assistant 

superintendent had commented that her dream was for teachers to be data-driven 

decision-makers: “Ideally we want teachers to make decisions based on students’ 

needs….My dream…is to trust teachers to use assessments to make their own 

decisions.” 

Sarah began as the most driven of the group with the most experience working 

with students of diverse backgrounds. She had a very successful experience and was 

considered a leader among the student teachers; however, she lost some of her 

idealism and came to realize that her vision, though clear, may have been what 

Hammerness (1999) termed too distant, “…for those who find the distance seems too 

far, the experience of comparing vision against practice can prompt feelings of 

discouragement and despair….These teachers discount their visions, doubt 

themselves and question their students’ capacities” (p. 11). Sarah was influenced 

toward the end of student teaching by her parents who wanted her to take a job where 

her high standards and talents would be “more appreciated” or perhaps to take off a 
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year and travel in Europe. Although she was unsure whether she would accept any 

position in the fall, she did accept an interview in the urban district. She was 

encouraged by her principal and cooperating teacher and thought she might accept a 

third-grade position, if offered. 

Visions of Teaching Reading to Students of Diverse Backgrounds 

 Hammerness (1999) described teacher vision in terms of the “constellation” it 

produces by its combination of characteristics along three dimensions – focus, range, 

and distance, plus the nature of its context. In her study, four constellations emerged 

to describe many of her participants’ visions: close-clear, close-cloudy, distant clear, 

and far-clear.  

The “close-clear” constellation described visions that were clear, narrowly 

focused, close to their actual practice, and in a supportive or neutral context. The 

“close-cloudy” visions were found among teachers also in supportive contexts but 

who were vague about how to get their practice closer to their visions. For these 

teachers, vision played little role in their teaching lives. The two final constellations, 

both with clear visions, differed in their contexts and the range of focus. In the 

“distant-clear” group, vision was clear with a narrow focus and became a negative 

influence. The gap between vision and practice was overwhelming to the point of 

undermining the teachers’ motivation. Finally, the “far-clear” visions were much 

broader in range, so even with visions far from practice, these teachers, in supportive 

contexts, saw their visions as motivational and a positive influence in their teaching. 

Hammerness (1999) summarized how visions may be beneficial or more damaging: 
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Vision consists of images of what teachers hope could be or might be in their 

classrooms, their schools, their community, and in some cases even society as 

a whole. For these teachers, vision can provide a sense of ‘reach’ that inspires 

and motivates them, and invites them to reflect upon their work. Yet visions 

don't always function in these beneficial ways. For other teachers, the reach 

seems too distant. The comparison of vision to current practice leads them to 

learn that their visions are impossible and that they and their students are 

powerless to reach them (p. 4). 

Table 5 illustrates the constellation, as defined by Hammerness (1999), in which each 

of the five student teachers’ vision is described. 

Table 5 

Constellations of Student Teachers’ Visions 
 

Student 

Teacher 

 

Focus Range Distance Context Constellation 

Hunter Fuzzy Narrow Close Supportive Close-Cloudy 
 

Sylvia; 
Suzy 

Clear Narrow Close Supportive Close-Clear 

 
Joseph 

 
Clear 

 
Narrow 

 
Distant 

 
Non-
supportive / 
neutral 
 

 
Distant-Clear 

Sarah Clear Broad Distant Supportive Far-Clear 

 
 

Sylvia’s Vision 

 Of the five participants, Sylvia articulated the most detailed vision of teaching 

reading to students of diverse backgrounds at the beginning of student teaching. I 
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narrate it here as an example before beginning the cross-case analysis of the five 

visions: 

Sylvia sees the physical environment in her reading classroom (4th or 5th 

grade) as very comfortable and inviting to students, with a carpet, couch, and beanbag 

chairs for independent reading. She also sees students sitting at tables for group work 

but does not rely on “a lot of paper and pencil activities.” Her classroom rules are 

visibly posted, and she nurtures an environment that is open, safe and accepting.  

Striving to build relationships with her students, Sylvia uses team-building activities 

early in the year to help students become comfortable with each other and with her: 

Starting from day one, I would get my students to know each other, and in a 

diverse classroom, I would show them that even though we’re different, we’re 

all the same, through different activities. Then I would teach them what a 

team is and does, like we encourage each other, we use helping words, we 

don’t put each other down, so they see themselves as a unit and not as an 

individual. I’d keep that building throughout the year, and if I saw my team 

falling apart, I’d take them back to the beginning and start again with what a 

team is and does – and constantly reminding them we are a team. 

 

The library in Sylvia’s classroom contains reading material that is on, below, 

and above her students’ reading levels and includes various genres, popular series 

books, and books about different cultures. She has computers with internet access 

available for students’ use. 
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 Sylvia is specific about her role in the reading classroom. She begins by 

finding each student’s reading level through individual assessments and discovering 

each student’s strengths and weaknesses as a reader. Her job includes modeling a love 

of reading, allowing book choices and helping students make connections with the 

texts they read. She uses group interaction, mini-lessons, read-alouds, literature 

circles, learning centers and a word wall to support her students’ reading progress. 

She is adamant about no basal readers in her classroom and prefers that her students 

enjoy reading, choose books on their own, and discuss them with peers. 

 Parents of Sylvia’s students read with their children at home. They also share 

a commitment with Sylvia to cooperate for the benefit of their children. Sylvia and 

parents discover what each expects of the other to build their working relationship. 

A Close-Clear Vision 

 According to Hammerness’s (1999) dimensions, Sylvia articulated a 

clear, narrow, close vision within a supportive context. Like the other participants, 

she is at the beginning of her teaching career and has not yet entered a full-time 

teaching position. Her ideas represent positive memories from her own experiences 

and ideals learned in teacher education courses coupled with limited experience in an 

urban classroom with students of diverse backgrounds. Also similar to the other 

participants, she has just begun to compare her vision to actual classroom practice and 

determine where the intersections of vision and practice promote or hinder each other 

within the given context. In her student teaching experience, her vision was fairly 

close to her practice because the supportive context encouraged her to confirm the 

vision with which she began. 
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Commonalities across the Vision Statements 

I found it significant that Sylvia did not mention classroom management in 

her vision statement except to say her rules would be posted. Issues of management 

were absent from all five vision statements. In talking about envisioning his “ideal 

classroom,” Joseph commented that there would be no need for a behavior 

management plan because all the students would be motivated and focused on 

learning. In reality, the interdependence of instruction and classroom management 

was an important issue throughout the semester for all five student teachers and is 

addressed more fully in Chapters Five and Six. 

As the student teachers began to take more responsibilities in their classrooms 

they discovered intersections, both positive and negative, among their vision, 

practice, and teaching context. These intersections are identified and analyzed in 

Chapter Five. Conspicuous by its absence or scarcity in all five vision statements was 

a concern for cultural responsiveness. Several of the student teachers envisioned 

diverse literature in their classrooms; however, only Joseph mentioned incorporating 

culturally diverse ideas in his teaching. This issue of culturally responsive teaching is 

addressed in Chapter Six. 

Components of the Vision Statements 

Table 6 summarizes the participants’ initial visions of the role of teachers, 

students and parents for reading instruction. Table 7 highlights their initial visions of 

important aspects of reading instruction and books and materials. Table 8 identifies 

the physical and emotional environments they hope to create in their classrooms.  
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The student teachers saw themselves as facilitators and supportive of 

individual and cooperative student learning but did not describe their role in terms of 

transmitting particular knowledge. They described their students as active and 

responsible in their acquisition of reading. Suzy (1st grade) was specific about 

gradually allowing students to take on responsibility for their own learning: 

In the beginning of the reading process, it’s a lot of hand-holding, going 

through the terms and vocabulary, and modeling each thing that you do 

everyday and having the students apply it – each day gradually having them 

demonstrate that they know what they’re supposed to be doing… It takes a lot 

of modeling and repetition, especially in diverse classrooms – it takes a lot 

longer – to have the release of responsibility. 

Table 6 

Visions of Teacher, Student, and Parent Roles 
 

 Hunter Sylvia Suzy Sarah Joseph 
Teacher Roles      
Use variety of instructional strategies X    X 
Facilitate student learning X X X  X 
Connect/communicate with parents X X    
Establish classroom routines X     
Assess students’ instructional needs  X X X X 
Incorporate culturally diverse ideas     X 
Model a love of reading  X X   
Allow book choices  X    
Provide fun, creative activities     X 
Student Roles      
Work & learn cooperatively X X X X X 
Enjoy reading and lessons  X   X 
Active participant in learning  X X X X 
Motivated by own improvement    X  
Parent Roles      
Active in child’s learning X X    
Read with child X X X X  
Cooperate with teacher X X   X 
Classroom assistant/speaker     X 

 
All but Joseph expressed the view that parents should read with their children. 

Joseph approached the parents’ role from a view of how they would interact with him 
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as a teacher, mentioning cooperation and help in the classroom. Based on responses 

in the first interview, most of the visions of a parent’s role originated in the 

participants’ memories of their own parents’ role and education professors stressing 

the relationship between parental involvement and student success. 

Table 7 

Visions of Reading Instruction 
 
Important Aspects of Reading Instruction Hunter Sylvia Suzy Sarah Joseph 
Shared reading X  X X  
Guided reading X  X X X 
Literature circles X X    
Independent reading X   X X 
Phonics X    X 
Word study/Word wall  X  X X 
Learning centers  X    
Mini-lessons (explicit instruction)  X X  X 
Read alouds   X X X 
NO round-robin reading/basal readers X X   X 
Books & Materials      
Diverse literature X X   X 
Leveled trade books X X  X  
All genres  X  X X 
Popular series books  X    
Computers  X    
Visuals/tactile objects   X   
Book on tape/listening center    X  
Dictionaries/Thesauruses    X  
Smart Board (technology)     X 
Materials(physically)accessible to students     X 

 

All five vision statements contained language consistent with a constructivist 

view of teaching and aspects of reading instruction recommended by reading 

researchers Fountas and Pinnell (2001), whose books are in the schools’ bookrooms 

and are used in university reading classes. These images of teaching reading seem to 

be influential due to their emphasis in university reading courses and their prevalence 

in the reading instruction implemented in the urban district’s balanced literacy 

program. They overshadowed memories of reading instruction from the student 
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teachers’ childhoods. What did appear (from childhood) in their own visions were 

supportive environments and physically comfortable locations for reading. 

Table 8 

Visions of Classroom Environments  

 
Physical Environment Hunter Sylvia Suzy Sarah Joseph 
Comfortable reading area X X  X X 
Carpeted area X X    
Students in groups   X   X 
Rules posted  X    
Extensive classroom library    X X 
Multicultural bulletin board     X 
Smart Board (technology)     X 
Materials(physically)accessible to students     X 
Emotional Environment      
Positive reinforcement X X    
Friendly/ fun atmosphere for learning X   X  
Classroom routines X     
Positive teacher/student relationships  X    
Positive relationships among students  X    
Collaborative  X  X  
Open, safe, accepting X X X X X 
Supportive teacher    X  
Appreciation of diversity encouraged     X 

 

Changing Visions 

 In the course of their student teaching semester, all five student 

teachers experienced changes in their visions of teaching reading in a culturally 

diverse classroom. In Hammerness’ (1999) terms, their visions in general became 

clearer, especially for Hunter, whose vision was the fuzziest to begin with due to his 

limited background in reading. They remained relatively narrow in focus, except for 

Sarah; however, this may be a result of the vision prompt I provided. As the semester 

progressed, most of the participants commented on including more science or 

teaching with interdisciplinary units, so their vision statements might have been 

limited by my specific questions about vision.  
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Some changes were distinct to each individual, as described in the profile of 

each student teacher. Some general changes, however, were common to all. From my 

experience, these are issues that many student teachers come to understand as they 

teach the entire semester in one classroom. First, they all recognized that time 

constraints mediate many aspects of reading instruction and the ability to enact their 

practice in concert with their vision. Second, they all realized or confirmed the need 

to manage and structure the classroom in order for teaching and learning to take 

place, although their perceptions of how to accomplish that varied. Third, they all 

reevaluated some views of reading instruction, learned from university reading 

professors or their own elementary school teachers, based on their experiences with 

students, families, the urban district, and especially, their cooperating teachers.  

The influence of their cooperating teachers in the context of the diverse 

classrooms was mentioned most as contributing to their change in thinking about 

instruction and management. For example, Sarah struggled at times with some highly 

disruptive students whose actions could send the whole classroom into chaos. She 

altered her view of using independent paper and pencil activities for times when a 

change in classroom dynamics was needed: 

Sarah – It was actually my co-op who said there are days when students 

cannot engage in lessons as planned, and it’s better to give them independent 

work, like reviewing what they need to practice.  I never thought I would do 

it, but one day there was an eruption in the classroom, a physical fight actually 

took place, and there was no way to recover, so with independent work I was 

able to get them back on track.  
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Becky - How did you feel about that change? 

Sarah – Initially, I was almost embarrassed to write it down [in the weekly 

reflection]. I was worried that if someone walked in, what are you having 

them do?  I’m not really teaching them anything. But then, I realized, this is 

the way it has to be today, and I saw it change from the downward spiral. I 

reminded the students that there are packets if the whole room gets out of 

hand. I finally felt success and was able to move on, and the next day, lessons 

went much better. 

 

Likewise, through reflections with his cooperating teacher, Hunter reevaluated 

his vision of simply reading with students as an instructional program. Sylvia and 

Joseph learned from their cooperating teachers that their students “couldn’t handle” 

too much independence. Suzy abandoned her sing-song, very sweet demeanor and 

learned a straight-forward, more matter-of-fact approach to interacting with her 

students that she never thought would constitute her style of teaching. Although not 

always positive, these contextual factors contributed to the changing visions of 

teaching reading to students of diverse backgrounds. 

Taking Orders and Taking Initiative 

The two male participants provided an interesting contrast in taking orders 

and taking initiative in teaching reading. Hunter came from a military background 

and expected discipline and order in the classroom. He also assumed that he would 

receive explicit instructions about how to teach and expected to closely follow the 

district guidelines for teaching reading without deviation. His vision was “close-
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cloudy” (Hammerness, 1999) and based on superficial aspects of classroom 

observation. Joseph, who displayed a more independent and rebellious nature, 

resisted following rules and complained about having to fit his teaching into 

requirements of the district and his first cooperating teacher. Joseph’s more elaborate 

vision was clearer but also narrow and more distant. He found it difficult to integrate 

his vision into classroom practice due to difficulties in maintaining control of his 

classroom and because he dismissed the need to relate personally with his students. 

Neither Hunter nor Joseph had requested the urban student teaching placement, and 

both men came to realize that their success in teaching reading would depend on more 

organization and structure in the classroom. 

Growing Confidence 

Both Sylvia and Suzy began student teaching with a lack of self-confidence. 

Due to the particular contexts of their classrooms, each one experienced growth and 

development of confidence as a teacher in a different way. Sylvia’s and Suzy’s 

visions were “close-clear.” Sylvia’s cooperating teacher allowed her the freedom to 

develop as a reading teacher by encouraging her to make instructional decisions based 

on the needs of her students. Suzy’s cooperating teacher had a powerful presence in 

the classroom and expected to be a specific role model for Suzy. However, she was 

called out of town on family business for more than a week, and due to the scarcity of 

substitute teachers, Suzy was left to teach on her own much more and sooner than she 

expected. The changes in vision for these two student teachers came primarily from 

their experiences of growth as teachers interacting with students in the classroom. 
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Conclusions 

The five student teachers were influenced to become elementary teachers at 

least in part because of their love of reading. The question prompting these responses 

was “What made you decide to become an elementary school teacher?” The question 

was general and did not probe why they wanted to be a reading teacher in particular 

but rather focused on their initial desire to teach children. It is significant that they 

equated teaching children with teaching reading. For all of them, their love of reading 

played a major role in their career decision. 

Two initial vision statements (Suzy and Sylvia) were clear, narrow, and close 

to practice. Hunter’s vision of teaching reading was fuzzier due to his more limited 

coursework in reading but also narrow and close. Sarah had a clear, broader vision 

that was perhaps too distant to be attainable at present. The overall roles they 

envisioned for students, parents, and themselves as teachers were based on a 

constructivist view attributable to their teacher education coursework. The four 

reading minors (all but Hunter) had internalized many aspects of reading instruction 

from their reading courses, including guided, independent, and shared reading, read 

alouds, and word study with mini-lessons. Those instructional ingredients coupled 

with the context of a district mandated balanced literacy program created expectations 

of teaching reading in generally the same manner. However, each student teacher had 

more- and less-favorite aspects of reading instruction and envisioned making their 

own choices about the final structure of their classroom reading programs. For all five 

student teachers, the issue of meeting individual students’ needs was more important 
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than addressing cultural issues, perhaps because of that emphasis in their reading 

courses. 

 The change and development in visions of teaching reading to students of 

diverse background appear to have been more positive in Sylvia and Suzy, who began 

with clear visions of teaching reading and invested themselves in the process of 

learning from their student teaching experiences and applying them in the classroom. 

Hunter and Joseph both struggled: Hunter because he expected an outside entity to 

create the order for his classroom, and Joseph, because he resisted following the 

requirements of the district but was not able to replace them with his own structure. 

Sarah’s vision proved to be very distant, and coupled with pressure from her family to 

teach in a different environment, she lost some of her optimism about teaching 

students of diverse backgrounds. The Hammerness (1999) framework was helpful for 

analyzing the range, focus, and distance of the visions of each student teacher; 

however, the positive/negative dimension and change-across-time emerged as areas 

not directly accounted for in the framework. The details of how each participant’s 

vision interacted with his or her practice and the context of student teaching is 

discussed in Chapter Five. 
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Chapter 5:  Intersections among Vision, Practice, and Context 

 
In the last chapter, I profiled the five student teachers and their background 

experiences, attitudes, and influences that contributed to a changing vision of 

teaching reading to students of diverse backgrounds. Throughout the semester, the 

participants learned from the intersections of their visions, their actual practice of 

teaching reading in diverse classrooms, and the contextual framework of student 

teaching. The focus of this chapter is the description and analysis of those 

intersections for each student teacher.  

For every intersection described here from the perspective of the student 

teacher, there may be another area of intersection from the perspective of the 

cooperating teacher, the university supervisor, the district administrators, or others. 

These other areas of intersection may or may not coincide with those of the student 

teachers, but the perspectives I describe here are those reported by or gleaned from 

analysis of each of the participants. Whenever possible, I also provide the views of 

others as confirmation of or contrast to the student teacher’s understandings, along 

with my analysis. 

 The three elements of vision, practice, and context are used in specifically-

defined ways as discussed earlier. To recap, I defined teacher vision as the images 

and expectations of their own actions, of their students, and of the school setting in 

which they are placed. These visions, I argued, develop out of the interaction of 

attitudes and beliefs, previous educational experiences, and intercultural experiences. 

For student teachers, practice includes the immediate local context that consists of the 

constraints of being a newcomer in another teacher’s classroom and expectations that 
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lead to action. I defined practice as the student teachers’ actions and intentions to 

create an environment and activities that promote and advance student learning within 

the immediate context of teaching. The broader contextual framework of student 

teaching is what I termed context. Drawing from categories that emerged from the 

data, three areas of context were prominent: the district-mandated balanced literacy 

program, the influence of the cooperating teacher, and the students and their cultural 

backgrounds, and these are the contextual issues I highlight. 

I begin by reviewing my conception of the relationships among vision, 

practice, and context. Then I analyze the intersections specific to each individual and 

address how each student teacher’s experiences might reflect the dominance of one of 

the three elements of vision, practice, or context, and the implications of those 

models. Later in Chapter Six, cross-case analysis focuses on the major intersections 

common to all five participants; however, some evidence of those intersections is also 

found in this chapter as it relates specifically to each student teacher. The three 

common areas of intersections are classroom management, balanced literacy 

instruction and the students and their cultures. This chapter illuminates the 

intersections unique to each participant. 

Negotiating Among Vision, Practice, and Context 

 The three elements of vision, practice, and context intersect as a student 

teacher develops as a reading teacher. Using the model in Chapter One, I described a 

dynamic view in which vision, practice, and context intersect in various ways to 

influence the development of the student teachers. At times, one of the elements may 
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dominate and influence the student teacher’s development to a greater degree than the 

other two elements, and for some, one element was consistently dominant. 

Does Vision, Practice, or Context Drive Teaching? 

Areas of intersection emerged among the three elements throughout the 

student teaching semester; however, the data suggested that each participant was 

more or less influenced by each element. Of the five participants, I describe two as 

vision dominant, two as practice dominant, and one who seemed to draw more evenly 

from her vision, practice, and context, leaning more than the other participants toward 

addressing the context of teaching reading and toward culturally responsive teaching. 

None of the participants was highly context dominant, which is where I believe 

culturally responsive teaching is found. 

Figure 3. Context dominant: culturally responsive model. 
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As shown in Figure 3, the circles representing the three elements overlap, with 

context encompassing a large area of vision and practice. Context is dominant, 

indicated by the larger circle. For culturally responsive teachers, the intersection of 

vision, practice, and context represents a larger area within all three circles 

identifying the extent to which their visions and teaching practices address the needs 

of students in their cultures. 

Any incident or experience in the classroom may result in an intersection of 

vision, practice, and context. The size of the circles, the size of the area of 

intersection, and the relative positions of the circles depend on the relative influences 

of the three elements at that point in time. For each participant, I have represented a 

holistic view of their intersections. Not every incident resulted in an intersection in 

the location displayed, but the graphic representation provides a view of the  general 

location of intersections for each participant. 

Vision Dominant 

 
 Consider vision as a lens with which to view the context and develop practice. 

A dominant vision provides a view from which inspired teaching can originate and 

goals can be established, or it might hinder development of practice through the 

inability to adjust practice to the context of teaching. Joseph, for example, clung to 

his vision without taking steps to address the context appropriately. Sarah, however, 

challenged the negative influences she perceived in her teaching context and worked 

to overcome them, though not always successfully. I describe both Joseph and Sarah 

as vision dominant. 
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Sarah 

Sarah’s vision was a guiding force in the development of her practice of 

teaching reading. I characterize Sarah as vision dominant because of her strong vision 

that led to adaptive practice. Sarah’s major intersections of vision, practice, and 

context centered around the demands of the classroom and her high expectations of 

connecting with her students. 

Figure 4. Sarah: vision dominant. 
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Demands of the Classroom 

Sarah’s initial vision statement talked about students of diverse backgrounds 

needing meaningful reading experiences to build on their strengths; however, it also 

included some evidence of deficit thinking about the students. In our initial interview, 

she shared this comment about urban teaching. “I do find a sort of calling being in an 

urban setting because I know that a lot of these children don't have books at home or 
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don’t have people to read to them, and I love to read aloud. I think that’s so 

important” (Interview 1, 2/1/07). She indicated more than once that she was “fighting 

obstacles” from students’ home lives. Her vision of reading instruction, based mainly 

on teacher education courses, stressed addressing the needs of individual students 

along with the practicality of grouping: 

[My classes emphasized] finding out where students are, in terms of grouping 

children. For guided reading you can group similar abilities together to meet 

the needs as much as you can. Knowing that you're only one person and that 

you can't read with each student, that you have to try to break down the book 

for each reading group or small group or individual student and have the level 

of the book that they need. I think it's important to know where each of your 

students is in terms of their level with reading and to monitor them 

consistently. (Interview 1, 2/1/07) 

 

Demands of the classroom require adaptive responses. Sarah’s vision in many 

ways intersected positively with the context to the benefit of her developing practice. 

She connected well with many students and designed engaging interdisciplinary units 

of study. In some cases, however, the intersection was negative. For example, about 

ten weeks into student teaching, a new student entered Sarah’s classroom. The boy 

immediately exhibited violent tendencies, left the room without permission, and 

ignited uproar among other students. For the remainder of the semester, Sarah 

struggled and seemed to lose some of her optimism: 
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It was tough to put my vision into action because of the distractions and 

classroom management. There were a few students who couldn’t participate 

because they really didn’t belong in the classroom…. My vision of teaching, 

which is connecting with each child, suddenly that just wasn’t possible. The 

majority of lessons couldn’t go from start to finish because of having to stop 

because of behavior issues. (Final Interview, 5/2/07) 

In general, Sarah demonstrated acceptable classroom management, but the demands 

of a few students disrupting the entire class caused her to adjust her practice. In a 

conversation about her written reflections, we discussed this issue: 

Becky - In your reflection of week 13, you said, ‘As the weather gets warmer 

and students need to be reminded of ‘beginning school year’ expectations, I 

changed my negative feelings towards ‘busywork’ when the class becomes 

unmanageable to the point that lessons are constantly interrupted.’ Tell me 

more about this.  

Sarah – There are days when students can’t engage in lessons as planned, and 

it’s better to give them independent work, like reviewing what they need to 

practice. I never thought I would do it, but one day there was an eruption in 

the classroom, a physical fight actually took place, and there was no way to 

recover, so with independent work I was able to get them back on track.  

 Becky - How did you feel about that change? 

Sarah – Initially, I was almost embarrassed to write it down. I was worried 

that if someone walked in, what are you having them do?  I’m not really 

teaching them anything.  But then, I realized, this is the way it has to be today 
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and I saw it change from the downward spiral. I reminded the students that 

there are packets if the whole room gets out of hand. I finally felt success and 

was able to move on, and the next day, lessons went much better. (Final 

Interview, 5/2/07) 

Sarah’s vision interacted negatively with the practice of handing students packets of 

worksheets, and she reluctantly realized that reaching her ideal might not be possible 

every day of student teaching. She heeded the advice of her cooperating teacher to the 

point of changing not only her practice but also her vision of how to respond to the 

changing demands of the classroom.  

High Expectations of Connecting with Students 

Sarah envisioned a strong personal connection between herself and her 

students and felt she was able to make that happen: “I was able to communicate with 

my students and have discussions with them in that environment, and that’s what I 

had in my head” (Final Interview, 5/2/07). Her connection with her students was 

supported by the high-energy atmosphere of her classroom: 

The students connected with my idea of teaching. They were interested. There 

wasn’t a day I felt like I was pulling teeth. There really was no apathy in my 

classroom. The students were vocal and interactive, and the dynamics were 

good, and it was cool to work with students in that way. (Final Interview, 

5/2/07) 

Sarah recognized the need for some aspects of her relationship with her students to 

change in order for her expectations to be met:  
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I really learned that students in general, but specifically in urban areas, really 

want a lot of structure and high expectations, to be challenged, supported and 

held accountable for their actions. Even though it’s easier to pal around with 

students, they don’t want that. They want a teacher who is tough on them, 

who calls them out when they’re out of line, to catch them and be hard 

because it shows you care about them. I went from an outsider, paling around 

with them, then I became the teacher, and now I’m playground again. At the 

beginning I used to get all the love notes, then I was tough on them when I 

was teaching full time, and now that I’m not teaching anymore, I’m getting 

love notes like at the beginning. (Final Interview, 5/2/07) 

 

Sarah’s high expectations encountered the demands of the classroom, causing 

her to reconsider whether she could really teach in an urban classroom. Unsure of her 

ability to face the challenges, Sarah seemed to be yielding to the pressure from home 

to find an alternative context: 

My attitude about working with the students hasn’t changed, but the 

environment is giving me a more realistic outlook of where I want to teach in 

the future. I’m now not sure about putting myself in this kind of school 

environment. I’m not sure where it will lead, but I did interview in this 

district. I would have to think about it hard if I am offered a job because my 

parents don’t want me to teach in this district. If it’s third grade, I probably 

would. (Final Interview, 5/2/07) 
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Sarah’s vision proved to be flexible and adaptive through intersections with her 

practice and teaching context. She learned from the intersections but lost some of her 

optimism. She accepted that she would need to adjust in order to maintain her vision: 

I wish I’d know there would be some days you feel like you can’t come back 

the next day. You feel really unsuccessful, you can’t do it, you’re frustrated.  

But that’s ok, it’s normal, and you need to look at what’s working and not 

working and ask for help. People tell you that, but you can’t know it really 

until you’re there. (Final Interview, 5/2/07) 

Sarah’s positive intersections among vision, practice, and context outweighed the 

negative, and in the end, once the stress of student teaching ended, she reevaluated 

her vision and decided to interview for a position in this urban district. 

Joseph 

 Unlike Sarah, Joseph’s vision was not flexible or adaptive. His vision was 

strong and stable across both placements in student teaching. The one major 

intersection for Joseph centered on his resistance to his role as a learner in the student 

teaching experience. He exhibited insensitivity to the context and held rigid 

expectations of students and families. 

Much of Joseph’s vision of teaching reading originated from his own 

enjoyment of reading, and he could not perceive that his students might need 

something more than his anticipation that they should like it, too. He resisted district 

guidelines, his first cooperating teacher, and the influence of his students’ 
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backgrounds. He saw himself as an “alpha male21” with initiative and assumed that 

was enough to manage a classroom. In student teaching, he resorted to blaming his 

students rather than taking action to change his vision or his practice to accommodate 

them. I describe Joseph as vision dominant although the intersections among vision, 

practice, and context for Joseph were primarily negative. His vision remained strong, 

and he was able to maintain his ideals by blaming his lack of success on the context 

of student teaching. 

Figure 5. Joseph: vision dominant. 
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Disregarding Families and Students 

 Early in the semester, I asked Joseph how the home cultures of students of 

diverse backgrounds would affect his teaching: “I’d teach them like any other child 

and teach them the best I know how, but I don’t see that what families are doing at 

                                                 
21 In Interview Three (4/3/07), Joseph talked about the challenge of classroom management and his 
expectation that he could “come in as an alpha male and have the students follow along.” 
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home will interfere with how I’m going to teach my kids” (Interview 1, 2/4/07). 

Clearly, Joseph’s vision of teaching reading was not influenced by the context nor did 

he recognize a possibility for cultural responsiveness. His attitude went beyond 

colorblindness to rejecting adaptation of his teaching practice based on his students’ 

needs. Although he had espoused ideas of multiculturalism in his initial vision 

statement, it took the form of “heroes and holidays” coverage. In practice, he 

exhibited a disregard for home influences and held low expectations of his students. 

At the end of the semester, Joseph still accepted little responsibility for adapting to 

the needs of his students: “I learned that students of all ages need structure, and when 

you deviate from the structure, that’s when they get disoriented. Unless everything 

goes exactly their way, they complain. I think that’s just their nature” (Final 

Interview, 4/27/07). 

He put faith in his own experiences to guide his teaching, not recognizing 

when or if they were appropriate for his students. For example, in Observation One, 

he began a guided reading lesson on the book Everest with five students. Later, I 

asked Joseph why he had chosen that book, and he responded: 

That group needs personal experience and for you to be able to link it to real 

life. They need the life-to-text connections. I’ve had a lot of experiences of 

hiking and climbing and could use myself as a good example and get some 

really good discussions going. (Interview 2, 4/2/07) 

Joseph considered his own prior knowledge rather than the prior knowledge of his 

students in making life-to-text connections. The next day as I again observed that 

reading group, the students were having difficulty engaging in the text, and the 
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discussion turned to a picture of a young man. A girl in the group commented that the 

man was wearing tight pants, and said, “That so gay! Nobody wear tight pants like 

that” (Student, Observation 2, 4/3/07). Joseph told her that some men wear tight 

pants, and that it does not mean they are gay. As she continued to protest, Joseph 

reprimanded her, saying she was “ethnocentric” for judging someone because what 

they are wearing is different. As she left the table to look the word up in the 

dictionary, she muttered, “In my household, we think guys who wear tight pants are 

gay.” Joseph was unable to use the opportunity to discuss differences in attire and 

why it might be appropriate for a climber to wear more fitted pants. Instead, he 

challenged the student and rejected not only her opinion but the opinion of her family 

and missed an opportunity both to teach and to learn something with his students. 

Joseph’s second cooperating teacher, Ms. T, gave him great latitude in 

teaching reading within the district guidelines, but instead of that creating more 

positive intersections, Joseph blamed his inability to reach his vision on his students: 

As much as I wish I could say that my classroom environment is patient and 

relaxed, the truth is that if I’m not intense, they don’t engage, so I’m a little 

distraught about that. I want them to think that reading is a good time. Even if 

it’s something we have to do for requirements, it’s not an un-enjoyable thing. 

The kids don’t really seem to get that. It’s the same thing with writing. (Final 

Interview, 4/27/07) 

Unlike Sarah, Joseph did not reflect on events in his classroom and realize that to 

change the outcome for his students, he would have to change his strategies. His own 

personal viewpoint took center stage in any account of motivating students to read: 
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I didn’t know I would have to be really intense with my students to get them 

to read.  Instead, I wanted reading to be a relaxing time. It should be an 

unwinding time. There’s a difference between what the kids accept as fun and 

what I want them to do. (Final Interview, 4/27/07) 

 

Joseph’s vision of teaching reading not only assumed but also expected that 

students would react as he did as a student. He was not able to determine what 

actually motivated the students with whom he was working. Even when he 

recognized his need to change his classroom management approach, he appeared to 

view the change as a one-time-fix-all event that would allow his vision to remain 

unchanged: 

Becky – What would need to happen for you to realize your ideal vision of 

teaching reading? 

Joseph – First I have to get my classroom management in line. Once the 

students are in line, they accomplish a lot. Kids have fun learning. If you’re 

energetic and excited about teaching, for the most part, the kids are going to 

be excited about learning. In sixth-grade, the kids aren’t really excited about 

anything, but I think that’s just an age thing. I could get to my vision if I could 

just close my door and teach what I want all day everyday. (Final Interview, 

4/27/07) 

He refers to “kids” generically, ignoring their backgrounds and the context in which 

they learn.  Near the end of the semester, Joseph’s university supervisor commented, 
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“He’s working with kids whose background and issues he doesn’t understand, and he 

floundered” (Interview, 5/1/07). 

Classroom Structure 

Joseph rejected the highly structured environment of his first cooperating 

teacher, Ms. B, although he did not reflect on it or inquire why she was adamant 

about structure in the classroom: 

She’s very organized and she doesn’t want to post anything on her walls. 

Everything was straight on task every second of the day. I had to stop teaching 

students to give her the materials when she started doing guided reading with 

me. If you ask me, if she’s going to do guided reading, she should make her 

own lessons and not have me try to explain what to do. (Interview 1, 2/4/07) 

Joseph lacked the understanding that as the lead teacher, he was responsible for all 

the planning, just as Ms. B had been during his first few weeks. His narrow vision put 

his practice into conflict with his cooperating teacher early in the semester. The daily 

schedule of the literacy block was another negative intersection with Joseph’s vision: 

I look at it this way: if it gets boring for me, it's going to get boring for the 

students. Having a set schedule everyday works really well in a structured 

environment; however, I'm not as structured of a teacher that I need to set a 

schedule everyday. I feel as long as I go through and explain to the students 

this is what we're going to do today, this is our schedule, and we're going to 

try not to deviate from it too much, we'll get just as much accomplished that 

day as we will by having a set schedule everyday. That way we can do 

creative learning and we can do some fun activities…. I can’t really see that a 
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reading block necessarily needs to be organized as long as you are doing the 

typical things. (Interview 1, 2/4/07) 

 

Joseph’s vision of teaching the balanced literacy block was in one way, in line 

with the district administrators’ vision.22 He realized that it might not be necessary to 

follow a scripted lesson plan; however, Joseph’s vision differed in that he made no 

mention of assessment driving his instruction. Instead, he wanted to make decisions 

based on his own structure, his personal interpretation of what was appropriate, and 

what was founded in his own experience. 

Although Joseph did not appreciate Ms. B’s instructional decisions, classroom 

organization, or classroom management style, she is a well-respected member of the 

school community, and Joseph conceded that several parents each year request her for 

their children.23  It was clear, however, that Joseph’s and Ms. B’s visions of practice 

did not intersect positively, and Joseph’s opportunities to learn in her classroom were 

limited: 

Ms. B wouldn’t let me fail. She controlled everything so strictly, I couldn’t 

learn from a mistake. I couldn’t fail, but if I did, it was my fault because I 

wasn’t doing what I was told. One day she actually yelled and reprimanded 

me in front of the students, just like she yelled at her students, and that’s when 

my supervisor allowed me to change placements. (Final Interview, 4/27/07). 

                                                 
22 See Chapter Three for highlights of an interview with the urban district’s Assistant Superintendent 
for Curriculum & Instruction. 
23 Unfortunately, after Joseph was reassigned out of Ms. B’s classroom, she did not return my calls or 
e-mail requests for an interview, so I am unable to present her viewpoint. 



174  
 

One week after this incident, Joseph was reassigned to a sixth-grade class in Earl 

School. 

In placement two as in placement one, Joseph failed to communicate with his 

cooperating teacher to better understand their teaching decisions. For student teaching 

to function as teacher education, Feiman-Nemser and Buchmann (1987) argued that 

among other things, the student teacher must move toward understanding the central 

tasks of teaching, strengthen their dispositions and skills to extend and probe student 

learning, and learn to question what they see, believe and do. For Joseph, the 

experiences of student teaching lacked substantial education by that definition. The 

intersection of his vision with the context hindered his practice, and he was unable to 

benefit from assistance provided by his cooperating teachers or other district 

professionals. Instead, he viewed intervention as an affront: 

I’ve had the district reading coach come observe me and tell me exactly how I 

should be teaching. To be a student teacher and have someone other than my 

supervisor come in and tell me this is what you need to change about your 

teaching is a lot of pressure. (Final Interview, 4/27/07) 

 

Joseph retained the attitude that his role in student teaching was to stand his 

ground against whatever he experienced. He described what he considered his 

strength as a teacher: 

I have a lot of will power. I always thought of myself as a strong person, but I 

didn’t understand how much crap I could take from parents, students, and 
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other professionals, or I should say un-professionals. (Final Interview, 

4/27/07) 

 

Equating will power with strength as a teacher highlights Joseph’s negative 

intersections among vision, practice, and context, but it also emphasizes the power of 

his vision to overcome opportunities for reflection and learning. It was not surprising 

that toward the end of the semester when he became ill and required hospitalization, 

he lost his desire to continue: 

I really feel unmotivated right now, especially after my surgery and having the 

whole week off. It’s going to be hard to get back on the horse, so to speak. If 

you are not motivated as a teacher, you aren’t going to motivate your students. 

If you don’t have any of your own energy, you can’t transfer it to your kids. 

(Final Interview, 4/27/07) 

 

For student teachers, vision dominance may be regarded as positive if their 

visions intersect in ways that allow them to adapt their visions of teaching in a diverse 

context regardless of its challenges. If, however, the vision is based on an ideal from 

their apprenticeship of observation (Lortie, 1975), or another unrealistic view, the 

context could block or distort the view and cause the student teacher to perceive the 

context as overwhelming and unmanageable. In the case of Joseph, his change-

resistant vision of teaching reading to students of diverse backgrounds made him 

unresponsive to the context. He chose not to apply for a teaching position in the urban 

district due to his desire to return to his hometown school district to teach. Unable to 
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secure a teaching position there, he is now substituting in the urban district where he 

student taught and unhappy about the situation he is in. 

Practice Dominant 

 Teaching practice is time-sensitive. By that I mean it exists at the point of 

decision-making as teaching occurs in local context. Practice may become dominant 

if a teacher reifies specific actions and decisions that discount vision or the context 

within which they teach. As a drastic example, consider teachers who are described as 

having not twenty years of experience but one year of experience repeated twenty 

times. For a student teacher, practice dominance consists of assimilating the structure 

and instructional practices already in place when they enter the classroom with little 

influence from their vision and without significantly adapting to the context. 

I describe both Hunter and Suzy as practice dominant. Hunter accepted the 

status quo in his classroom and did not understand until very late in his student 

teaching semester that he not only had permission but the responsibility to adapt 

instructional practice to the context. Although Suzy had a clear vision of teaching 

reading, her lack of confidence hindered the development of her own practice. When 

she did begin to display her own practice, she considered her students’ cultures 

irrelevant to learning to read. For student teachers as for in-service teachers, practice 

dominance may not be a desirable model because it can result in de-contextualized 

teaching. 

Hunter 

 Major intersections of vision, practice, and context for Hunter surrounded 
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issues of his role as a student teacher, including being unwilling to do the “hard 

work” of teaching, lack of organization, and limited knowledge and skills for teaching 

reading. 

Figure 6. Hunter: practice dominant. 
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Hunter began his student teaching experience with a cloudy vision of teaching 

reading. Based on his own enjoyment of reading as a child and his limited reading 

courses at the university, Hunter viewed teaching reading as a simple process of 

reading with students. What he first experienced in his student teaching classroom 

reinforced this notion: 

My vision of teaching reading included teaching at the carpet, and I actually 

did a lot of reading at the carpet. I had a vision of sitting at a chair on the 

carpet – being able to share with each other, have students talk with the 

teacher. I think that’s when good learning happens. My co-op teacher was 

doing this, and I did it in the classroom. (Final Interview, 5/5/07) 
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When his classroom responsibilities increased and his vision was not enough to drive 

instructional requirements, he had little to draw from except to mimic the practices of 

his cooperating teacher. Hunter’s developing practice overlapped very little with his 

cloudy vision and the context of student teaching creating a small area of intersection.  

I characterize Hunter as practice dominant because his vision did not drive his 

instruction, and he did not engage in issues related to context.  

Unprepared to Teach Reading 

 Given his lack of background in reading, practice became what Hunter saw in 

the classroom. However, it was not based on an understanding of the theory 

underlying his cooperating teacher’s practice. Hunter talked about practice in terms of 

his comfort level with or how much he “liked” an aspect of reading rather than from a 

comprehensive understanding of student needs. His cooperating teacher’s assessment 

of his understanding of balanced literacy was in line with his vision: 

Ms. S – [Hunter is strong in] shared reading. In the beginning he had very 

little idea about other components of reading instruction. He was not well 

prepared when he arrived for student teaching. He was really weak in word 

study and phonics. He needed a lot of modeling and questions answered after 

the lessons. (Cooperating Teacher Interview, 3/20/07) 

Even when Hunter became aware of the value of particular strategies in the balanced 

literacy program, he was unprepared to embrace the hard work of a teacher: “There’s 

not a big variety of books to choose from. We talked about that the other day. I need 

to go through the books on her shelves and level them. That’s going to take a long 

time and a lot of hard work” (Interview 1, 2/5/07). He never accomplished that goal 
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of leveling the books. Hunter admitted his weakness in phonics and liked “the idea of 

it” but was not pro-active in gaining knowledge: 

I don’t remember much of phonics when I was in elementary school. I like the 

idea of it. I’m still learning how to implement it in the classroom…. There’s a 

phonics book she reads out of, but I haven’t really looked at it (Interview 1, 

2/5/07). 

Doing the “Hard Work” 

Hunter’s university supervisor also reported that he complained about having 

to develop learning centers and changing them throughout the semester, stating that 

he was not getting paid. He thought it was too much work and expected the 

cooperating teacher to provide the resources he would need. Hunter was not willing to 

dig deep and work hard, and as a result, his practice remained quite superficial 

through most of student teaching. 

The school district required on-going reading assessment to gather data about 

students’ instructional needs, but Hunter was lax about maintaining records. He could 

articulate the need for running records and other assessments expected by the district, 

but his lack of organization hindered follow-through. He thought “keeping it in his 

head” would be enough: 

[A good teacher needs] to be observant, able to assess students individually, 

know their level and what they need. Any teacher can put together a plan, but 

the most effective way is to focus on each individual’s needs. That’s what we 

did in my classroom. A lot of the assessment I did was observational. It’s not 
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necessarily formal assessments, more like anecdotal records. I keep some 

records, but most of it I have in my head. (Final Interview, 5/5/07) 

Ms. S, Hunter’s cooperating teacher, continued to take running records to assess the 

students – what “we did in the classroom.” But Hunter followed along, accepting Ms. 

S’s decisions rather than making his own. 

Lack of Organization 

Each time I observed Hunter, I requested a lesson plan. What he gave me were 

scribbled notes on the lesson plan form or plans that had been created the week before 

but did not correspond to where the students were that day. Ms. S seemed frustrated 

with his lack of organizational skills and weak reading instruction, as reported in 

weekly written comments. For example, in the first few weeks her comments focused 

mainly on his classroom management; however, in weeks six and seven, Ms. S began 

to focus on Hunter’s reading instruction. She described difficulties due to what 

appeared to her as a lack of thoughtful planning and unclear delivery of instruction 

and concepts. She also seemed to be trying to “wean” Hunter from relying on her to 

monitor the class while he worked with one small group. In my observations, I also 

noticed that Hunter was unable to scan the room and focus on what other students 

were doing when he was working with a few. Again, his limited range of vision 

included only the students within his immediate concern. 

Hunter’s limited vision hindered the development of his own practice. He not 

only lacked deep knowledge and skills in reading instruction but was unable to 

engage in teacher decision-making. Hunter perceived limited resources as one cause 

of his difficulties: 
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The variety of texts is important but there weren’t many culturally diverse 

texts in our lessons. The curriculum included a few shared reading texts with 

different cultures, but there was not a big selection. The limited materials and 

curriculum kept me from doing more. There were some, and we used them 

when we could, but there weren’t many choices that the students could select. 

(Final Interview, 5/5/07) 

He felt unable to address issues of cultural diversity because of a lack of culturally 

diverse books in the classroom. He did not envision himself responsible for seeking 

out additional resources for his students. In the final interview, Hunter again 

responded to the context with inaction: 

Hunter - It was very difficult to contact parents. They’re very busy.  In the low 

social levels, some of them have two jobs; rarely does the parent have time. 

They might be single parents, someone might be in jail. They can’t take time 

to share with the class.  

Becky – Did you attempt to contact the parents or approach a parent and were 

rejected? 

Hunter – No, I never really attempted it. There weren’t many parents around 

in the school. You know, in some schools there are those parents that are 

really energetic and enthusiastic and always want to come in and do things. I 

know my mother was always doing stuff in my school. Then you have parents 

that don’t show that emotion. I didn’t ever have the opportunity to ask a 

parent to come in and talk about something. The basic limitation was that I 

was not in touch enough with parents as I should have been or needed to be to 
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facilitate that kind of activity, but I think it would be a good idea. (Final 

Interview, 5/5/07) 

In this case, his vision of parents came with the expectation of the parent rather than 

the teacher initiating the engagement. His stereotypical assumptions and his 

reluctance to embrace new activities blocked his approach to parents. 

 After midterm, Hunter’s university supervisor and cooperating teacher 

became more concerned that he was not following through with their suggestions and 

were unsure if he would successfully complete student teaching. They scheduled a 

formal conference with him. According to the teacher and supervisor, they had been 

suggesting changes from the beginning. The written reflections by Ms. S 

substantiated their claim; however, Hunter saw it differently: 

In a way, I felt I was being roasted, as far as my methods, and I hated it 

because I had been doing things so long and thought I was doing it the right 

way. Then, towards the end when I should be taking over to really shine as an 

educator, they came in and said you need to revamp your whole idea of 

education and classroom management. For a long time, I was stuck in the 

whole idea of needing to follow the same methods as my cooperating teacher 

and follow the curriculum. I was trying to fill someone else’s shoes, really. I 

got to thinking about my philosophy and get away from that strict military 

idea of education because that was an influence on some of the decisions I 

made. I had to find my own methods and teaching and put my own personal 

touch on everything in the classroom. For 11 weeks it was her classroom, and 
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when I made it mine, that’s when I had time to shine. That’s the biggest thing 

from this experience. (Final Interview, 5/5/07). 

This realization that he needed to make the classroom his own was a turning point in 

the development of Hunter’s practice. For the last five weeks of the semester, Hunter 

felt empowered and made progress toward managing the classroom and integrating 

reading instruction with other subjects. Toward the end of the semester, Hunter’s 

vision was clearer with respect to both classroom management and reading 

instruction. The powerful intervention by his supervisor and teacher woke Hunter to 

greater possibilities for his teaching. 

Who to blame for Hunter’s misconception of his role in student teaching has 

no simple answer. His background in the military created his expectations of his role 

as a follower in someone else’s classroom. His cooperating teacher may have 

expected more initiative on Hunter’s part.  She did provide feedback throughout the 

semester, which he ignored or was unable to accept and implement. Whatever the 

cause, Hunter reevaluated his situation and then emerged with renewed motivation: 

To make it mine, I had to change some of my ideas, like the military thing and 

why I wanted to be a teacher, and think about what made me say, ‘Hey! 

That’s the job I want to do. I know I’m not going to be making a lot of money, 

and I’m going to be working my butt off!’ But I had to know why I want to do 

it. That was a stressful week. I thought, maybe I just want to give up. I’m 

tired! I’m done! I don’t want to do it anymore. I’m not that guy! Maybe I need 

to be the guy in the field working with soldiers.  I thought about that. Why 

don’t I just drop this and go back to what I was used to. But now, I’m so 
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happy with the end of my experience! It was the best experience ever. It 

changed my ways and changed my attitudes. I had to go back and think about 

why I am in the military. I’m in the military just so I could pay for college to 

be a teacher. This is where I want to be.  I was so mad at my supervisor when 

she had those meetings and told me what I was doing wrong. I didn’t want to 

hear that, but look at me now. I’m really appreciative for that now. (Final 

Interview, 5/5/07) 

For Hunter, it took a clarification of his overall vision of himself as a teacher to begin 

to learn from student teaching, but it was almost too late.  Perhaps with more time he 

might have begun to address the context, but the semester ended with that question 

unanswered.  The university allowed Hunter to student teach without having taken 

many courses that would have better prepared him. He made his case for student 

teaching early based on the premise that he would be deployed in the military in the 

fall; however, that has not occurred. Hunter graduated in August and at the end of a 

three-week military obligation applied for a teaching position in his rural hometown 

school district. 

Suzy 

For Suzy, three main areas created intersections among vision, practice, and 

context: 1) the classroom roles of student teacher and cooperating teacher, 2) district 

requirements and school procedures, and 3) meeting needs of English Language 

Learners.  I characterize Suzy as practice dominant; however, she was not as strongly 

practice dominant as Hunter. Her vision was located closer to practice than to the 

context. Because her reading background was strong and committed to meeting 
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individual needs, she struggled with the issue of students’ language and cultural 

backgrounds. 

Gaining Confidence in her Role 

Ms. Y, Suzy’s cooperating teacher, had a commanding presence in the 

classroom, making it difficult for Suzy to find her own practice. Suzy anticipated her 

role: 

When I first met her [Ms. Y], the principal told me she was one of the best 

teachers in the district for balanced literacy, and teaching reading with her and 

watching her model for me, I feel like I’m getting better. (Interview 1, 2/8/07) 

Figure 7. Suzy: practice dominant. 
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Immediately, her expectation was to follow the lead of her cooperating 

teacher. Her vision regarding her delivery style and role in the classroom receded, and 

she adopted Ms. Y’s style and delivery of instruction: 

Becky – Where did you learn your very direct style of giving directions to 

students? 

Suzy – From my co-op. I don’t really notice that I do it or that there’s any 

other way now that I’m giving directions. I think I tried different ways, 

like, ‘please do this,’ and nothing happened, so I had to change my 

approach. I think they are used to loud voices and directions, so that’s 

what I do, but now it seems sometimes like I’m yelling at them all day 

long! That’s just not like me! (Interview 3, 3/27/07) 

I did not observe Suzy yell at her students in what I would consider an angry voice, 

but she did use a firm, loud voice to give explicit instructions and direct commands. 

Delpit (1995) suggested that African American students may prefer or be used to a 

firm, direct authority style.  Perhaps Ms. Y understood that and Suzy did not, or 

perhaps Ms. Y simply learned what worked in her classroom without being able to 

articulate the reason. Suzy learned that a firm, direct style was effective, but she did 

not perceive it as her own style. 

Suzy recognized the needs of her students but did not feel empowered to 

expand beyond her teacher’s practice. When asked if she wanted to implement any 

strategy that Ms. Y did not allow, Suzy responded, 

From my co-op, I don’t see any limits, but she has a very strong personality, 

and sometimes I feel uncomfortable trying new things. I guess that’s just me, 
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but everything seems well established, and I don’t want to upset the balance. 

(Interview 3, 3/27/07) 

Her vision was overshadowed by the established structure in the classroom over 

which Suzy felt she had no control. A few weeks later when Ms. Y was away for a 

week, Suzy was able to enact her own practice: 

I saw a huge shift when my co-op was gone for a week. It was like the puzzle 

finally came together. There were always one or two students who riled them 

all up, but that week, they had to depend on me. There was no one else there, 

and our community without my co-op really came together. It took until week 

10, but then it all came together. As soon as they let their guard down to let 

me teach them, then it all started to work…. I never thought I’d be the kind of 

teacher I am now – loud and really in it. I never expected to have the 

confidence to be so driven to just get it done. When I first got in there and saw 

my teacher, I thought, oh, no, I’m not like that! I like the change, but in my 

own classroom, I think it will mellow out a bit. My co-op will not be there, so 

in my own classroom I’ll start out fresh. (Final Interview, 5/3/07) 

Suzy’s own practice emerged, but she attributed it more to emulating her cooperating 

teacher than to her own vision. Once she became comfortable with classroom 

management, she was able to draw more on her vision: 

Something my teacher doesn’t do that I want to do is to always be reading a 

chapter book – I want a higher level text going all the time. I think it’s 

important to hold high standards so they keep moving up - not just working on 

their comfort level – just keep driving level. I don’t want them to be 
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uncomfortable, but just to keep them working and giving them a challenge. 

(Final Interview, 5/3/07) 

Ms. Y confirmed Suzy’s growing practice through comments about her attention to 

higher-level engagement with text: 

I like that she picks higher level books. Most of my previous student teachers 

always picked low level books for first graders. She chooses higher level 

books and because they are longer, she breaks them into days. She is very 

good at keeping all the students at a high level of engagement with text. She 

uses turn and talk, graphic organizers, and ties shared reading and read-aloud 

with writing. She is not afraid to spend several day on a book, and at the end 

of the week, those kids understand that book, even if it’s above their 

instructional reading level. (Cooperating Teacher Interview, 3/2/07) 

District and School Rules 

Another area of intersection for Suzy was the constraint she felt by the 

balanced literacy program requirements. She expressed feeling “a little nervous to do 

everything I wanted to do because of district guidelines.” She perceived the 

guidelines as rigid and deferred to Ms. Y’s example of sticking closely to district-

provided texts. She discussed the week she was left alone in the classroom when Ms. 

Y went out of town and she assumed full responsibility in the classroom: 

It [the balanced literacy program] was a lot more structured than I expected. 

There wasn’t a lot of choice.  I followed the Text Talk and Making Meaning 

books for read-alouds in that week, and shared reading was from Break 

Though to Literacy, and I did those books that week. I felt a lot of freedom 
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taken from teachers, like if they gave us a lesson plan, you had to give it to the 

kids. It wasn’t ideas you came up with yourself.  (Final Interview, 5/3/07) 

 

Ms. Y was a member of a district-wide committee for the balanced literacy 

program and shared district plans with Suzy. Suzy’s understanding of the district 

requirements, like most student teachers, was filtered through the perceptions of her 

cooperating teacher. Ms. Y reported district plans that conflicted with the vision of 

balanced literacy the assistant superintendent expressed to me. Suzy relayed her view 

of the information: 

According to my teacher who is on a district curriculum committee, next year 

there’s going to be even more structure because they’re required to do it for 

the grant money that funds the reading program. (Final Interview, 5/3/07) 

Based on my interview with the assistant superintendent, the committee was indeed 

developing a guidebook for the balanced literacy program; however, it was designed 

to provide structure for those teachers desiring more guidance and to demonstrate that 

the district was following the required guidelines for funding. In practice, however, 

the assistant superintendent expressed her hope that teachers would pick and choose 

from among the materials provided based on student assessments. It is unclear 

whether the assistant superintendent conveyed that vision to teachers or whether Ms. 

Y did not receive that message in the meetings. 

 Another issue for Suzy was being interrupted during instruction. In my 

previous work at Walters School, where Suzy was student teaching, I sometimes 

called to leave a message for a teacher and was surprised to be connected directly to 
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the classroom. Suzy experienced this school practice of phone interruptions, which I 

observed. One day during my observation, her teaching was interrupted by several 

phone calls from the office.  I asked how often that occurred. 

Suzy – A lot! It’s really frustrating because they call when they know 

there’s no substitute and I’m the only one there, and they call about a little 

thing like a jacket, and that could wait! It’s really frustrating because we 

get a lot of calls! (Interview 2, 3/26/07) 

The contradiction between requiring a 90-minute literacy block during specified times 

and the lack of protection of that time from office interruptions was apparently lost on 

school office staff. 

English Language Learners 

Of the five participants Suzy taught the most English Language Learners with 

the greatest variety of home languages: Vietnamese, Laotian, Korean, and Spanish.  

She expressed concern in the first interview. 

 I knew it would be hard, but I had no idea where to go with it. I’m not 

Spanish-speaking, and I don’t have any bilingual ability, so I was really 

nervous. It’s been through this experience that I’ve learned to basically 

survive. I don’t know if it’s necessarily successful, but I try and help as much 

as possible. It’s a challenge! (Interview 1, 2/8/07) 

Her expectation of English Language Learners was different from reality in the 

classroom: 

The students were higher than my expectations. I thought they were going to 

be coming in from horrible families with parents that didn’t care at all, and I’d 
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have to start from scratch. I think some families were a lot more supportive 

than I had anticipated, and some play a key role in education. Others I didn’t 

see at all, and I expected that - no parent involvement. (Final Interview, 

5/3/07) 

Rather than changing her vision, Suzy’s expectation of no parent involvement was 

reinforced because some parents did not participate. Instead of changing her view, she 

looked on them as exceptions to the rule. Suzy also assumed that parents and students 

were not proud of their heritage language because the parents encouraged their 

children to speak English at school. 

They don’t talk about it. I think their parents drive it into them, especially the 

language. They’re not allowed to speak their language at school, especially 

the Lao and Vietnamese kids. They’re not proud of it, and I think it’s because 

of their parents. 

Min (2004) reported that some Asian American parents place great emphasis on their 

children’s education because they recognize the social barriers they will face without 

a command of the English language. Other studies also reported by Min (2004) 

indicated that some second-generation Asian Americans felt shame and tried to 

downplay their ethnic cultures. Suzy’s assumptions led to her conclusion that culture 

was not important in her first-grade classroom: 

Suzy – They really focused in our classes in college that native backgrounds 

and tapping into where they came from were really important. I think it is 

important but not relevant. The students don’t talk about it in first grade. 

They’re all learning the same things, and bringing another culture in – I don’t 
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think it would be helpful. Maybe bringing in a culture for a topic would be 

good, but they don’t notice they are different. I was thinking before that if the 

students felt uncomfortable about being of a different background, I could 

address it, but at least in first grade, it doesn’t seem to be relevant. (Final 

Interview, 5/3/07) 

I find it ironic that the teacher education program was credited with making 

cultural responsiveness important, but the context of a culturally diverse first-grade 

classroom negated that concern for Suzy. This seems to suggest that preconceptions 

were at work in Suzy’s vision and influenced her practice. Through the semester, 

Suzy developed her practice and succeeded in implementing many of the aspects of 

reading instruction she knew to be valuable; however, she remained distanced from 

the cultures of her students. Suzy is planning to teach in the urban district and has 

interviewed for the school in which she student taught. 

Context Dominant 

 Context includes many aspects of the school and students surrounding 

classroom teaching. In this study, the major areas of context that emerged as 

intersections with vision and practice are classroom management, balanced literacy 

instruction, and students’ cultures. For a student teacher to be context dominant, her 

vision and practice must be closely connected to the context. One positive result of 

context dominance is culturally responsive teaching; however, culturally responsive 

teaching requires more than attention to the context. It requires the alignment of 

vision and practice with the consideration of students’ cultures and how they 

influence the ways learning takes place. Only one of the five participants drew more 
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evenly from vision, practice, and context in her teaching, and although I cannot 

characterize Sylvia as context dominant, she did address the context more than the 

others even though issues of race and culture were uncomfortable for her. 

Sylvia 

 Sylvia showed a great deal of learning in the course of student teaching. She 

acknowledged her vision but willingly changed her vision and adapted her practice to 

the context even though she sometimes did not have sufficient information to make it 

culturally responsive. Areas of intersection for Sylvia included 1) her changing 

expectations of students, parents and herself, and 2) her connections with students 

that intensified her commitment to accommodating her students’ needs. Intersections 

for Sylvia tended to be positive in nature due to her willingness to adapt. 

Figure 8. Sylvia: balanced vision, practice, and context. 
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Expectations of Students, Parents and Self 

In her fifth-grade student teaching classroom, Sylvia encountered students 

different from what she expected: 

When I started, I had a pretty stereo-typical idea of urban students: They 

didn’t listen, they didn’t care, and they didn’t want to be there. But my kids 

are not like that. They get very upset when they don’t do well, and they do 

care about learning. That really surprised me. (Final Interview, 4/30/07) 

She admitted her low expectations of both her students and their parents’ involvement 

in their education, but unlike Suzy who saw the difference as an exception to the rule, 

Sylvia accepted her erroneous assumption: 

Sylvia – When I first came in, I didn’t have very high expectations at all. My 

expectations have gotten much higher for my students. I also didn’t think they 

cared about school and didn’t want to be there. But they do want to be there 

and make something of themselves. As far as parent involvement, I always 

thought their parents didn’t get involved, but a lot of my students’ parents 

want to be involved. They want to know about their children’s progress and 

behavior. I recently sent home my first set of progress reports, and a lot of 

parents wrote me back with comments like, ‘you can contact me anytime if 

these problems continue,’ or asking for daily contact sheets or letters back for 

updates. I have set up daily contact sheet with two parents. 

Becky – How did you learn the students care about school? 

Sylvia - The kids tell me they are concerned about grades. When they don’t do 

well, they ask for extra credit. They have big dreams. (Interview 2, 3/19/07) 
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Like Joseph, Sylvia was placed in a school with a high percentage of students from 

families on welfare and in subsidized housing. Sylvia’s attitude towards parents, 

however, was very different, and was reflected in her openness to parents. Part of her 

expectation for herself was “to find out what parents expect of me and for me to give 

my expectations of how they can help at home” (Interview 1, 2/4/07). 

In addition to recognizing that her students were genuinely concerned about 

education, Sylvia also raised her expectations of reading instruction: 

I thought all students in urban settings were lower, but they’re not. My highest 

group is two grade levels above fifth grade. That definitely changed my ideas. 

I’m impressed how well they do relate to the books and have adult 

conversations about their books. (Interview 2, 3/19/07) 

By remaining open to possibilities other than her preconceived notions, Sylvia 

adapted to the teaching environment and learned from her experience. 

I thought good teaching was if your class is quiet and your class does good 

work. My class is not always quiet but they still learn well in that 

environment. Kids don’t always have to be sitting down doing work. They can 

be up and moving and they’re still learning. It was a big eye-opener! 

(Interview 2, 3/19/07) 

Sylvia talked about her vision of creating a classroom environment: 

[I envision] an open, accepting environment, that it’s OK not to be the same, 

where they’ll feel safe being who they are. A lot of that depends on the 

teacher. The teacher has to be open and accepting to their environment 
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because if I’m not, how can I expect my students to do that? (Interview 1, 

2/4/07) 

In the classroom, she began to take responsibility for the morning activities with the 

class. She was quick to identify a need and adapt her practice: 

[The] students greet each other the same way everyday, and they told me 

they’re bored of greeting each other the same way….I’m going to start that 

next week and have them greet each other in a different language each week. 

Then we’ll play an activity game just to get their minds going. (Interview 1, 

2/4/07) 

Connecting with Students 

Sylvia felt a growing connection to her students, which was confirmed by her 

cooperating teacher, Ms. R, and which she credited with improved classroom 

management. Sylvia quickly developed a rapport with her students, evident early in 

the semester: 

My first literature circle didn’t go very well, and my kids could tell I was 

upset. They felt bad for me, and they said, ‘Ms. [C], we’ll do better! This is 

going to work!’  They knew I was just starting out, and they were my 

cheerleaders. (Final Interview, 4/30/07) 

The relationship Sylvia was building with her students was somewhat of a surprise to 

her, and she was not always sure of why things were working for her, but the result 

was positive. 

 I didn’t see myself connecting with my students as much as I have. Because I 

am from the country and they’re from the city, I thought it would be very hard 
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to connect to them. There are still some things that are hard for me to imagine. 

Some of the things they know, I know I didn’t know in the fifth grade. I don’t 

know if it’s cultural or just time and age differences. The confidence I have in 

the classroom has been greater than I expected. I really surprised myself with 

how much classroom management I really do have. (Interview 3, 3/22/07) 

 

Late in the semester, she took initiative based on what she had learned about 

parents, stating, “In the past few weeks since behavior has deteriorated, I’ve made a 

bunch of calls home, and they started bringing in their assignments, so I know the 

parents will support me if I contact them” (Final Interview, 4/30/07). Sylvia was also 

open to interdisciplinary teaching using books tailored to her students’ interests and 

needs: 

Sylvia - We will have reading groups for social studies. I choose for the 

lowest group, a book about Harriett Tubman and the Underground Railroad; 

the middle group will read Who Came with Cannons? It’s about a family who 

takes in a slave girl. They’re part of the Underground Railroad. The family’s 

little girl and the slave girl become good friends. I haven’t chosen the last one 

for the upper level.   

Becky – How did you come up with those particular choices for social 

studies? 

Sylvia - I based them on the groups’ interest and reading ability. The lowest 

group is really into fighting and feelings, so their book is about the 

Underground Railroad and what it felt like to go through that. My middle 
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group is mostly girls. They’re interested in friendship, working together as a 

team and relationships, and so I picked the story about that. (Interview 2, 

3/19/07) 

Sylvia’s vision intersected positively with her practice and the context as she 

connected with and adapted to her students’ needs. Although she could not articulate 

that the bond she had forged with her students was moving her toward culturally 

responsive teaching, her instincts were good. She was gaining credibility in the 

classroom, but she lacked knowledge about how to incorporate students’ culture 

appropriately into her reading instruction. Issues of race made her uncomfortable, but 

she was willing to allow her “cross-border connections” to be her catalyst for growth 

(Howard, 2006): 

At first I was really uncomfortable because I’m the minority and I’ve never 

been the minority in my life, so it was very hard for me at first. But now I use 

it as a teaching opportunity. If it is a culture thing, I point out the differences 

and use the multicultural aspect of it and try to teach them about culture from 

it. It’s not always easy, and they’re very protective of their race – defensive, 

maybe. My co-op was teaching while I was still observing, and she read a 

book about the Negro minor league in baseball. They started asking why they 

had to have a minor league, why couldn’t they have a major league or all be 

together. It wasn’t right! For them, they were living today’s life, so they didn’t 

understand. (Interview 3, 3/22/07) 

Sylvia’s cooperating teacher was open with the students about issues of race, and 

Sylvia followed her lead; however, because of Sylvia’s lack of previous intercultural 
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experiences or clear understanding of how students of diverse backgrounds might 

understand particular issues, her choices were not always culturally responsive: 

Sylvia - For three weeks we did study the Underground Railroad, what the 

abolitionists did, and what it was like to be a slave. I didn’t plan on spending 

so much time on slavery. When I redid the unit without the packets, from their 

reactions to what we had done so far, I saw how much they were into studying 

about slavery, I decided to go that way. It surprised me because I thought they 

wouldn’t want to talk about it, but it was the complete opposite. I was really 

afraid of teaching the slavery part of the Civil War because I thought they 

were going to have negative reactions, but they just questioned why.  

Becky – Did they get upset during the slavery lessons? 

Sylvia – They questioned why African Americans were chosen as slaves. We 

talked about minorities, and they had a hard time with that concept because 

where they live, they’re not a minority. And when I grew up I wasn’t a 

minority, but now I am, so I had that connection with them. (Final Interview, 

4/30/07) 

Sylvia’s lack of knowledge of culturally responsive teaching left her vulnerable to 

projecting her own cultural understandings on her students. She was successful in 

making connections with her students and was open to engaging on a cultural level, 

but had not yet reached that “something more” necessary for culturally responsive 

teaching: 

In week 11, I started my Civil War unit. My students weren’t into it like I 

thought they were going to be. I was surprised because it’s a big part of their 
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history. They have to be excited about their learning and have to be interacting 

with each other and with me to understand the concepts. I think I 

accomplished being able to engage most students. I know I’m not going to 

have all 16 engaged all day long, but I do feel that I’ve grown a lot in that. My 

co-op supported me by reflecting with me. I expressed to her a lot that I was 

concerned that my students weren’t engaged. She said she didn’t see it. She 

thought I was doing fine. Even when my supervisor read my reflections she 

told me she didn’t see a problem either, but the kids are honest and open, and 

they tell me when they’re bored, and they’re the true ones I need to listen to. 

(Final Interview, 4/30/07) 

These comments suggest that Sylvia held herself to a high standard and recognized 

her limitations: 

Growing up in school, posters were all White kids. It was very rare to see 

different cultures. I wish I’d had more intercultural experience. The world is 

diverse. All kids need to know that…. I’m at the point now that I know what I 

want to teach and how I want to teach it, but I need to get to the point where I 

know what I’m teaching but that the kids are maybe going to change that. I 

haven’t gotten there yet.  (Final Interview, 4/30/07) 

Her cooperating teacher and university supervisor agreed that she was on target as a 

student teacher, but whether she could articulate it or not, Sylvia seemed to sense the 

need for “something more.” 

 As her student teaching experiences unfolded, Sylvia’s confidence grew, and 

her vision and practice changed. She saw the possibilities for her students’ 
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achievement in ways she did not recognize at the beginning of the semester. Because 

her students’ reading levels, concern for education and parent involvement surpassed 

her expectations, it was easier for her to reevaluate her prior attitudes and beliefs 

about teaching reading to students of diverse backgrounds. Whether she would have 

made similar advances in another classroom is an unanswered question, but I suggest 

that her balanced influence of vision, practice, and context contributed to her ability 

to adapt, and she would have succeeded.  

Conclusions 

 To answer the research question, “What are the intersections of vision, 

practice, and context in student teacher development as reading teachers for students 

of diverse backgrounds?” I have divided my analytical chapters between individual 

intersections in Chapter Five and cross-case intersections in Chapter Six. The 

individual intersections reported in this chapter consist of categories that seem 

connected to the personal characteristics of each participant.  

Sarah experienced intersections related to the demands of the classroom and 

her own high expectations of building connections with her students. She displayed 

high energy, was action-oriented and maintained a commitment to high standards in 

everything she attempted. These high standards created a tension in the intersections 

of her vision, practice, and context. Sarah was able to overcome the negative 

influences and regain her vision. Joseph, in contrast, resisted authority and blamed 

others when he did not succeed. His intersections created tensions between his views 

of students and families, classroom structure, and the realities of his student teaching 
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placements. Joseph’s inability to change his vision or his practice to address the 

context created tensions resulting in negative outcomes.  

Hunter also experienced negative outcomes until the intervention by his 

university supervisor realigned his vision with what was expected of a student 

teacher. His intersections stemmed from being unprepared to teach reading and 

unwilling to put in the effort necessary to accomplish his task. Suzy, whose 

intersections surrounded her role expectations, school policy, and English language 

learners, grew in confidence, resulting in strong reading instruction, but she 

consistently ignored the context. Instead, she maintained her colorblind pedagogy 

while seeking to meet individual needs without regard to culture. 

Of the five, Sylvia’s intersections created the greatest growth toward 

responding to the culture of the students while maintaining her vision and developing 

her practice. She was willing to reflect and change based on the needs of her students. 

Although issues of attitudes, beliefs, and dispositions have been addressed in the 

research literature on preservice teachers, the findings in this chapter suggest that 

more understanding of preservice teachers’ personal characteristics might contribute 

to better preparation of teachers.  

Experiences by themselves do not create meaning (Tharp & Gallimore, 1988). 

Each student teacher created meaning from his/her classroom experiences. They 

learned in different ways, some of which resulted in positive outcomes and some of 

which were more negative. How they responded to the intersections of vision, 

practice, and context seems related to their personal characteristics. Hammerness 

(2006) spoke of the “dark side” of vision, which can blind one to reality, create 
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disillusionment, or be culturally biased or exclusionary. Joseph’s vision in particular 

created tension because of his cultural bias and expectations of students that were 

based on his own experience from a low-income family. The conceptual framework 

developed for this dissertation goes beyond the dimensions of focus, range, and 

distance articulated by Hammerness (1999). Looking at intersections allows for 

consideration of the positive/negative dimension of vision for an individual. Blanton 

and colleagues, (Blanton, Shook, Hocutt, Medina, & Schumm, 2006) argued that a 

teacher’s professional identity ( in which I believe teacher vision plays a role) begins 

with “engagement with the struggles of contentious practices in local settings” (p. 

104), suggesting that the intersections of vision, practice, and context constitute a 

location of learning. That learning can result in positive or negative outcomes, such as 

exemplified by Sylvia and Joseph.  

Except for Hunter whose reading background was weak, the participants 

began student teaching with similar visions of teaching reading. There were some 

differences in their previous intercultural experiences, but generally they came from 

similar backgrounds of upbringing and education. Each participant, however, 

completed student teaching with a unique understanding of what it means to be a 

reading teacher for students of diverse backgrounds. Common intersections occurred 

in the areas of classroom management, teaching balanced literacy, and the students’ 

cultures. A cross-case analysis of these intersections is discussed in Chapter Six. 
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Chapter 6:  Negotiating Intersections: Did Culturally Responsive Teaching 

Emerge? 

 
Chapter Six presents a cross-case analysis of classroom practices and their 

intersections with vision and context, emphasizing the issue of culturally responsive 

teaching as it did and did not develop through the intersections for the five student 

teachers. This chapter begins with a discussion of the three areas of intersection and 

concludes with findings related to culturally responsive teaching strategies. 

Throughout the student teaching semester, several broad intersections of 

vision, practice, and context emerged from the data for all five participants. The areas 

of classroom management, teaching balanced literacy, and the students’ cultures 

appeared as major intersections across the five case studies. In this section I present 

examples of how the student teachers negotiated issues of managing and structuring 

their classrooms and how their visions of teaching reading to students of diverse 

backgrounds intersected with the district-mandated balanced literacy program. I 

conclude this section with the complex picture of how the student teachers thought 

about their students’ cultures. 

Classroom Management 

Classroom management tends to be a concern for many student teachers. 

According to LePage, P., Darling-Hammond, L., Akar, H., Gutierrez, C., Jenkins-

Gunn, E., & Rosebrock (2005), teacher candidates historically have considered 

classroom management a crucial topic in their teacher preparation. The five 

participants all experienced intersections involving classroom management; however, 

classroom management was absent from their initial vision statements. They may not 
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have considered classroom management an integral part of teaching practice in 

reading as they articulated their visions. Other than Sylvia, who mentioned that she 

would have rules posted, none of the participants described how he or she would 

handle classroom management. In the midst of student teaching, however, they 

experienced frustrations, tensions, and learning about structuring and managing 

reading instruction. The student teachers wrestled with 1) aligning their practice to 

address student behaviors they did not envision, and 2) understanding the level of 

structure and organization required to maintain a classroom environment conducive to 

learning.  

Aligning Practice to Address Student Behavior  

Visions of classroom management seemed to develop with teaching practice. 

Although the student teachers reported strategies they had learned for managing a 

classroom, the adaptive response needed in various situations posed a challenge. For 

example, Sylvia realized her feelings of frustration were unproductive in managing 

student behavior: 

I did have some struggles with classroom management the first couple of 

weeks. I realize my weakness is I get frustrated very easily with student 

behavior. I see myself getting frustrated and then they play off it. (Final 

Interview, 4/30/07) 

Sylvia’s comment represents ideas she and Sarah held in common. First, they both 

felt frustration with student behavior but took responsibility for managing their 

challenges. They expected to adapt their practice to address the problem and after a 

few weeks, they had both made adjustments resulting in better management. For 
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example, Sarah talked about making a distinction between productive student 

conversations and student conversations that distracted from learning. She wanted to 

be sure she was allowing productive student talk while limiting unproductive student 

talk: 

I do like them to get excited, so you have to find a happy medium so they 

have that – so they do get excited and share their ideas because I do think 

that’s the way they learn the best….The biggest thing is for them to get 

excited and speak and share, but then they have to get back on task. 

(Interview 2, 2/2/07) 

Sylvia recognized that her desire for a completely quiet classroom was not 

necessarily required for learning to take place: “My class is not always quiet but they 

still learn well in that environment. Kids don’t always have to be sitting down doing 

work. They can be up and moving and they’re still learning” (Interview 2, 3/19/07).   

Both Sarah and Sylvia recognized that their visions of a silent classroom were not 

necessarily in line with the best instructional environment for their students.  

Suzy and Hunter also learned to adapt to better manage their classrooms, but it 

took more of the semester to accomplish their goal. Suzy learned that engaging her 

students more in learning could limit disruptive behavior: 

Some of them [students] that were fighting me so much seemed to give up and 

got engaged. I tried to make them more interested so that maybe they’d give 

me a break. I think that’s how I got the confidence - by winning over the big 

distracters in the classroom. (Final Interview, 5/3/07) 
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This example highlights the interdependence of classroom management with 

instruction. Suzy expanded her attention to engaging students in learning and made 

better connections with her students. She gained teaching confidence from better 

management. 

Hunter’s management strategies were less related to instruction. He tended to 

address issues of classroom management and instruction individually rather than 

seeing how they intersected. For example, his response for gaining control when 

students were disruptive was to send them out of the classroom:  

I decided it was time to have a buddy teacher that teaches kindergarten. The 

students didn’t want to go, but when they got to level 4, they had to go to her 

room….I have to be strict with management and make sure every child 

understands the goals. You can’t leave the door open or that’s when you lose 

it. If students are able to get away with pushing your buttons, that’s when you 

have the most problems. (Final Interview, 5/5/07) 

Hunter continued to view classroom management from the perspective of controlling 

behavior. He had a somewhat compartmentalized view of teaching making it more 

difficult for him to see the connection between classroom management and 

instruction. 

Joseph had the most difficulty in managing student behavior because he was 

the most resistant to building personal relationships with his students and because his 

cooperating teachers maintained a controlling presence in their classrooms. He placed 

the responsibility of engagement on his students: “I didn’t know I would have to be 

really intense with my students to get them to read. Instead, I wanted reading to be a 
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relaxing time” (Final Interview, 4/27/07). He had trouble engaging his students and 

had no clear strategy for improvement: “First I have to get my classroom 

management in line. Once the students are in line, they accomplish a lot” (Final 

Interview, 4/27/07). Joseph’s comments suggest that he expected classroom 

management to occur with little effort on his part. He displayed the same kinds of 

frustration reported by Sarah and Sylvia, but he was less successful at adapting his 

responses by changing his own vision and practice.  

Structure, Routines, and Organization 

The necessity of classroom structure and the effort necessary to create and 

manage classroom routines created tension for all five student teachers as well, but 

was most clearly articulated by Sarah, Joseph and Hunter: 

Sarah – I never thought routines were effective until I was in an urban 

placement…when the routines are not in place, the kids are out of whack. 

(Interview 1, 2/1/07) 

Joseph – I strive for organization. That’s one of the things I’ve been working 

on. I have sort of a chaotic organization going on. I know where things are, 

but that’s not enough. I need to have everything set up, have an exact order of 

where they’re going and giving clear expectations. (Final Interview, 4/27/07) 

Hunter - The biggest problem at the beginning was how hard it is to move 

from the carpet to their seats or moving from one lesson to the next…Most of 

my management problems came during transitions. (Final Interview, 5/5/07) 
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The student teachers came to understand what LePage and colleagues (2005) 

have argued: that good intellectual work requires skillful classroom management. 

Hunter provides a clear example of how important classroom structure and 

organization are to good instruction. Hunter’s initial vision of teaching reading 

focused on the interest and enjoyment of his students; however, that vision was 

constrained in student teaching due to his difficulty with structuring learning for his 

students. On the three days I observed Hunter, he provided independent workshop 

activities (centers) for his students; however, he did not teach the students how to use 

them. He relied on the cooperating teacher’s literacy block structure, but he did not 

explicitly teach his center activities, and the students floundered. For example, during 

Observation One, three boys sat in a group. Their task was to read a Reader’s Theater 

rendition of Margaret Wise Brown’s “Little Black Bug,” while Hunter worked with a 

guided reading group. The boys asked each other what they were supposed to do, and 

then they chatted for a few minutes without reading. Hunter did not acknowledge the 

boys, but the cooperating teacher, Ms. S got up from her desk to give them directions. 

She sat with them to guide them through the reading. Later in my interview with Ms. 

S, I asked her what Hunter’s greatest weakness was as a reading teacher. Her 

comment was, “Management of the students ….They need more modeling and direct 

instruction” (Interview, 3/30/07). 

As they learned to teach reading, the student teachers also learned the 

importance of routines, planning, and organization within and between instructional 

activities. Their successful reading instruction hinged on their ability to plan and 

manage a well-structured environment so that teaching and learning could take place. 
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Suzy recognized that her ability to teach reading was closely connected to classroom 

management.  Halfway through the semester, she commented on her growth in this 

area: 

Suzy – For a while, my lessons were good, but I had a lot of interference from 

weak classroom management. Finally, I feel like my classroom management 

is good enough, confident enough so my instruction can come through now.  

It’s amazing how once you get that, it all works so much better! It was tough 

for a while. (Interview 2, 3/26/07) 

 

Sylvia was able to go beyond simple management to a more nuanced 

understanding of classroom management that included choosing activities appropriate 

for her students:  

You have to be organized. It’s important because our kids get off task so easy, 

you have to know what you’re going to do when and have papers there in 

order. That’s definitely the biggest thing. You also have to have back up plans 

for your back up plans. It’s also important not only knowing your students’ 

levels but also their strengths and weaknesses. Some students thrive on being 

challenged and others shut down, and you have to know that about each 

student. (Final Interview, 4/30/07) 

Developing Visions of Classroom Management into Practice 

 Each cooperating teacher maintained her distinct management style, which the 

student teachers absorbed upon entering the classroom practice; however, they found 

they could not rely on their cooperating teacher’s classroom management once they 
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began teaching full time. The student teachers negotiated their own practice by 

finding their personal visions of classroom management, which was not always easy 

to put into practice: 

Sarah - You need to know specific techniques and how to organize things 

from day one and not give up on classroom management. That’s something in 

student teaching that’s tricky. You tend to adopt whatever your co-op already 

has in place. I think I would have been more successful if I had used my own 

system, but it’s hard to do so as a student teacher. (Final Interview, 5/2/07) 

Joseph recognized his limitation but had trouble articulating concrete ideas of how to 

improve.  He commented instead on his lack of preparation: 

Joseph - I’m still coming out as reactionary. I wish I had learned to be more 

pro-active before I got into student teaching instead of getting out there and 

having to learn it. (Final Interview, 4/27/07) 

Suzy continued to confirm that instruction is directly tied to classroom management: 

Suzy - teaching and learning can’t just happen. Until you have the class 

managed, it’s frustrating, and even if they learned some things, you can’t get 

done everything you want to without it. (Final Interview, 5/3/07) 

Sylvia commented several times that her cooperating teacher, Ms. R yelled at 

students, but had personal relationships with her students, which seemed 

contradictory: 

Sylvia – My cooperating teacher yells a lot. It gets their attention, and it 

works, but she really doesn’t have any classroom management routines…. I 

would like to get the respect she has, and I think that starts with me getting to 
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know the kids before they become my students, like she does. (Interview 1, 

2/4/07) 

Delpit (2005) reported that in many African American communities, a teacher 

is expected to show their care of students by controlling the class with personal power 

and building meaningful relationships with individuals. From my observations, Ms. R 

did use a loud, sometimes sarcastic tone with students; however, she did not appear 

mean-spirited, and the students seemed to respect her. According to Sylvia, Ms. R 

interacted in the hallways and cafeteria with younger students in an effort to get to 

know them personally before they entered her fifth-grade class. Sylvia seemed to 

internalize the desire to learn about students early as a way of beginning to build 

relationships. This example may be one way Ms. R modeled cultural responsiveness 

for Sylvia.   

Late in the semester, Hunter set about to improve his classroom structure 

through behavior management: 

Hunter - About the end of March, I couldn’t do my teacher’s management 

plan because if a student got a three [level at which child receives detention], I 

couldn’t follow through because my co-op said, ‘I don’t give detentions.’ It 

wasn’t what I expected my class to be like. If there’s no management, your 

stress level goes through the roof. Even great lessons don’t matter. I finally 

put together my own management plan using a responsive classroom 

approach. The students created their own rules and their own consequences 

through five levels. (Final Interview, 5/5/07) 
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In recent years, ideas about classroom management have changed from a 

focus on intervention for controlling behavior to a focus on prevention by establishing 

learning communities (Le Page, et al., 2005). This focus is important in the context of 

this study with students of diverse backgrounds. Especially in a culturally diverse 

classroom, views and learning preferences may vary. Many teachers from 

communities of color believe teaching begins with establishing a relationship between 

themselves and their students (Delpit, 2005), as exemplified by Sylvia’s cooperating 

teacher. The student teachers learned about behavior management plans in their 

coursework and had differing views on their value. Although classroom management 

was not part of their vision statements, they knew various strategies. Sarah, Suzy, 

Sylvia, and Hunter expected to create some type of organized structure for motivating 

good behavior. Joseph expected students simply to follow his lead. Behavior 

management may constitute a part of classroom management, but personal 

connections with students must also be established. For the student teachers to 

facilitate student learning, as their visions suggested, their understanding of classroom 

management requires more facets. Sylvia moved the closest to understanding the need 

to develop personal connections with her students and negotiate what was best for her 

and the students to enhance her classroom management as well as her reading 

instruction: 

Sylvia - When I first started taking over teaching reading, they were a lot 

louder than I expected them to be, so that was a big adjustment for me. I’m the 

kind of person who likes it quiet, but I think it’s a combination of changing 

my opinion and they have quieted down somewhat. I realized they are doing 
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their work even though they’re talking. I’ve given them more freedom as long 

as they work, and I’m OK with that. (Final Interview, 4/30/07) 

Balanced Literacy Instruction 

The student teachers negotiated the intersections among their own visions of 

balanced literacy, what they learned in Reading courses, the mandated district 

program, and the cultural context in which they were teaching. The school district 

consists of a majority of low-income students of diverse backgrounds, and in 2000, 

the state department of education designated it an “empowerment” district because 

more than fifty percent of students scored in the lowest quartile on state assessments 

in reading and math. The urban district requires a 90-minute literacy block each day 

in every elementary classroom in an effort to improve the literacy achievement of 

students. Table 9 illustrates the aspects of balanced literacy and district requirements 

for each, in summary. 

Teachers are expected to show evidence of implementation based on the goals 

and expectations for the current school year. Although the goals include choosing 

materials based on “students’ social, emotional, and academic needs” and addressing 

“students’ interests,” no explicit reference is made to culturally responsive 

instruction, materials, or curriculum. Rather, the district program requirements seem 

to confirm Ladson-Billings’ (2000) argument that generic instructional models are 

often considered “culture neutral,” when they are actually more consistent with the 

learning of mainstream students. Even with the high number of struggling students of 

color, teachers have no district imperative to address students’ cultures to support 

their literacy instruction. 
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Table 9 

District Balanced Literacy Requirements
24

 

 

Aspect of Balanced 
Literacy 

District Requirements, 
Grades K-2 

District Requirements, 
Grades 3-6 

Modeled Reading /Read-
aloud 
 

Daily oral reading by teacher with clear purpose 

Shared Reading 
 

Daily teacher-controlled text shared with clear purpose 

Guided Reading Daily for lowest readers; 2-3 X wk. for all 
Assessments determine frequency and purpose 
Flexible small groups by instructional level 
 

Independent Reading Minimum 30 minutes daily 
Weekly individual student/teacher conferences 

Phonics/Word Study Appropriate instruction differentiated based on student 
need 
Use Developmental Spelling approach 
Word Wall 
 

Centers/Workshops Teacher Choice as needed 
 

Writing Daily unprompted 
writing; 30-45 minute Kid 
Writing block daily 

Daily unprompted 
writing; 45-60 minute 
writing block daily 

 

The Balancing Act in Balanced Literacy 

Reading educators have found that excellent teachers, regardless of their 

school-adopted program, balance phonics instruction with authentic reading and 

writing in their classrooms (Pressley, 2006). This reality confirms that successful 

teachers balance their literacy instruction when they are guided by district curriculum 

and materials and when they are not. The best instruction seems to happen when a 

combination of methods is used (Duffy & Hoffman, 1999). These views underscore 

                                                 
24 Summarized from the school district “2006-2007 Goals & Expectations for Balanced Literacy, 
Grades Pre-K – 8.”  
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the need for both curricular balance and instructional balance (Baumann & Ivey, 

1997). 

Fitzgerald and Cunningham (2002) argued that a balanced approach to literacy 

teaching and learning emerges from an epistemological outlook that considers three 

types of children’s knowledge about reading equally important: word and letter 

knowledge, discourse and meaning knowledge, and affective aspects, such as 

engagement, attitudes and feelings, motivation, and the desire to read. In addition, a 

balance of multiple knowledge sources, such as teachers, other adults, and other 

children combine with multiple ways of learning to complete the balanced literacy 

epistemology (Fitzgerald & Cunningham, 2002). 

In this urban district, curricular balance is found in the requirements of 

literature-based comprehension lessons as well as explicit, data-driven instruction in 

phonemic awareness, phonics, and vocabulary. Requirements of teacher-led 

instruction (including read-alouds, shared and guided reading and writing, and word 

study) and independent student application (such as centers, workshops, and 

independent reading and writing) constitute the instructional balance. The district 

“Goals and Expectations for Balanced Literacy” also identify multiple knowledge 

sources (such as teachers and other students). 

This program may or may not satisfy the definition of balanced as “equal 

weighting” of methods or content (Fitzgerald & Cunningham, 2002); however, the 

district seeks to provide literacy instruction focused on developing students’ capacity 

to construct meaning from text and provides various resources for the curricular, 

instructional, and assessment components of the program. Conspicuous by its absence 
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is any mention of students’ culture. The district literacy program provides curriculum 

and instruction on both sides of the scale (literature and phonics; teacher-led and 

student-led); however, in practice, whether it is balanced seems to depend on the 

individual teacher, who may ascribe to a balanced epistemology or may simply 

follow the required guidelines of the district program. Similarly, without explicit 

direction regarding culture, individual teachers draw on students’ home cultures or 

not according to their own knowledge or conviction. 

Developing Visions of Balanced Literacy 

The student teachers seemed to understand balanced literacy as interpreted by 

their cooperating teachers and gleaned from their reading coursework in teacher 

education. Early in the semester, I asked the student teachers to explain their 

understanding of the aspects of balanced literacy and what has to be “balanced.” 

Table 10 displays their responses. 

By week four of student teaching, when these questions had been asked, all 

five participants seemed to understand that a variety of aspects of reading and writing 

come together to develop a competent reader. They attributed their understandings to 

reading coursework, conversations with their cooperating teachers, and their 

implementation of the district literacy program in student teaching. Sylvia mentioned 

balanced literacy being “student-centered” and Sarah mentioned integrating “different 

learning styles,” but nothing more specific to culturally responsive teaching was 

identified. Hunter and Suzy mentioned mostly curricular balance. Sylvia and Sarah 

talked more about instructional balance, but Sarah also mentioned having to balance 
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time. Joseph mentioned both curricular and instructional balance, but he dismissed 

the term “balanced” as having no real meaning. 

Table 10 

Student Teachers’ Understanding of Balanced Literacy 
 

Student 
Teacher 

 

What does a balanced literacy program look 
like? 

What needs to be balanced? 

Hunter Balanced Literacy is focused on reading and 
writing together and key concepts that are a part 
of literacy – fluency, comprehension, phonics. 
If a student reads words but they don’t 
understand, nothing is going on. In Balanced 
Literacy, you cover all those aspects of literacy 
to facilitate a good reader. 
 

The teacher makes the balance 
by continually assessing the 
students and working on their 
needs. The teacher helps the 
student become a successful 
reader. 
 

Sylvia It is student-centered and involves independent, 
shared, and group reading based on the 
students’ levels. We also incorporate social 
studies and writing. Balanced Literacy is based 
on students’ abilities. 
 

In my mind, there’s a balance 
between instructional reading 
and independent reading. 
 

Suzy It incorporates vocabulary, meaning, 
discussion, and writing, to make the whole 
thing balanced. 

The balance is between 
understanding with discussion, 
applying with writing and 
demonstrating that you can read 
it with vocabulary. 
 

Sarah Overall, trying to have reading and writing 
integrated for different learning styles – be sure 
teachers include read-aloud, writing prompt, 
independent reading, shared, guided reading, 
word study, conferencing, writing. It forces the 
teacher to include all the components and 
integrate them with writing. 
 

Balancing time to get all 
components in – sometimes 
time is an issue – maybe we 
can’t get all components in one 
morning. 
 

Joseph We have guided reading and then independent 
reading. We do shared reading and a discussion 
and then group work.   

I really think the word 
“balanced” is just something the 
administration throws in.  It’s 
just a literacy block, and you 
have to figure out what you 
need to fit into it. You have to 
figure out how to balance what 
you’re going to teach for all 
your students to learn 
effectively. I think we can just 
call it literacy block and be done 
with it. 
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The cooperating teachers equated balanced literacy with implementation of 

the district program. For example, Ms. S, Hunter’s cooperating teacher answered my 

question about her understanding of balanced literacy in terms of curriculum: “I know 

the different components and that they should be balanced to show growth in all 

areas: phonics, reading writing, word study, comprehension and fluency (Interview, 

3/19/07). Ms. S (Hunter) and Ms. M (Sarah) were the only cooperating teachers who 

had learned about balanced literacy in their own college coursework. The other four 

were introduced to balanced literacy through the district professional development. 

The Practice of Balanced Literacy Instruction 

Of the student teachers, Sarah and Joseph felt more empowered to change and 

adapt the literacy time block than others, which may have been a function of their 

cooperating teacher’s view. Table 11 identifies the aspects of balanced literacy I 

observed each student teacher teaching. 

Table 11 

Aspects of Reading Instruction Observed 
 

Reading 
Instruction 
Observed 

 

Hunter 
2nd gr. 

Sylvia 
5th gr. 

Suzy 
1st gr. 

Sarah 
3rd gr. 

Joseph 
6th gr. 

Modeled Reading/ 
Read-Aloud 

Ob. 1,2 Ob. 1,2,3 Ob. 1,2 Ob. 1,2 - 

Shared Reading 
 

Ob. 2,3 
 

- Ob. 1,2,3 Ob. 3 - 

Guided Reading Ob. 1,2 Ob. 1,2,3 Ob. 2,3 Ob. 4 Ob. 
1,2,3 

 
Independent 
Reading 

Ob. 1,2 Ob. 1,2,3 Ob. 1,2 Ob. 4 Ob. 
1,2,3 

 
Phonics/Word 
Study 

Ob. 2,3 Ob. 3 Ob. 1,2,3 Ob. 2 - 
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Guided reading is one of the daily requirements in the district literacy 

program, if not everyday for every child, at least everyday for some children. 

Surprisingly, guided reading was not a daily part of reading instruction except in 

Sylvia’s fifth-grade and Joseph’s sixth-grade classes, where shared reading and word 

study as separate instructional components were not included in the daily plans. Suzy, 

Sarah, and Hunter (and Joseph in his third-grade placement) all commented that, of 

the aspects of balanced literacy, guided reading was most often left out by them and 

by their cooperating teachers. The reason most often was attributed to time 

constraints both during the instructional day and because of the planning required. 

The classroom structure also requires that students not engaged with the teacher in 

guided reading must be engaged in independent activities. Planning for independent 

activities and then managing the entire classroom contributed to the challenge. 

Except for Hunter, whose reading background was more limited, the student 

teachers began student teaching with visions of read-alouds, guided reading groups 

(which some referred to as literature groups), phonics, and learning centers. Some of 

their visions translated into practice: 

Sarah - I think the best way to teach Phonics and such in your word-study  is 

to pull it from books that you're reading and not worksheets, and not - and 

that's probably one of the biggest things I learned in my classes but also in my 

placement now, that students really learn from when you're doing a read-

aloud. Find a book that has a lot of those words – whatever your word study 

is, like -ly, for example, and you pull those out and then you work with them 

on a white board…. (Final Interview, 5/2/07)  
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Sarah reported learning from her reading courses the value of teaching phonics and 

word-analysis skills in the context of authentic literature. Rather than teaching 

phonics in isolation, Ms. M, her cooperating teacher, incorporated word study into her 

interdisciplinary units, and that also influenced Sarah. 

 Joseph felt more freedom in orchestrating reading instruction in his second 

placement than in the first. Although he incorporated the same aspects of reading 

instruction as both his cooperating teachers (read-alouds, guided reading, and 

independent reading) he was allowed to develop center activities in his second 

placement and felt more in control of his decision-making: 

Joseph - In my second placement, my teacher gives me free reign for reading. 

I still have requirements and timeframes, but if I want to spend more time 

reading a book, it’s fine.  It’s exactly how I envisioned it….I wanted to do 

learning centers, and I got to do them. (Final Interview, 4/27/07) 

Sylvia envisioned reading instruction similar to what she found in Ms. R’s classroom: 

Sylvia - I did envision myself sitting down with them for literature groups, so 

that’s the same. My expectation was that we would read aloud together in the 

group, and I do read aloud for at least five minutes after lunch. (Final 

Interview, 4/30/07) 

Sylvia’s interest in literature study circles began in her reading courses; however, her 

implementation of them looked more like what Ms. R modeled than what she learned 

in class: “I knew about literature circles. I knew how they were supposed to run, but I 

never participated in one, and I wasn’t prepared for how they turned out” (Final 

Interview, 4/30/07). “How they turned out” was a direct reflection of the way Ms. R 
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implemented what she called literature circles but what more closely resembled the 

district’s category of guided reading, with decisions and choices made by the teacher.  

The issue of time allotment for reading instruction was also a concern. 

Sometimes the student teachers felt the district requirements put undue pressure on 

their instructional time as expressed by Joseph and Hunter: 

Joseph - The balanced literacy block is a problem. The school thinks you need 

a certain amount of time for guided reading. But they’re forcing me to do an 

hour and a half of guided reading everyday; I don’t have time to plan for 

anything else. They want us to incorporate writing, more independent reading 

– a half an hour, and we have standards to meet. It’s the biggest pain, and you 

never accomplish what you want to do because you have to do what the 

administration is throwing at you, for example the time requirements. (Final 

Interview, 4/27/07) 

Hunter - I also didn’t expect the amount of reading that was done in the 

classroom. I was not expecting 90 minutes of reading instruction, 

uninterrupted for the first half of the day. It blew my mind, really! (Final 

Interview, 5/5/07) 

Neither Joseph nor Hunter understood the reasoning behind district literacy 

requirements and felt they were arbitrary. Although the district teachers had received 

background information in their professional development, the theory and research 

behind the literacy program developed for the district was unclear to the student 

teachers, making it difficult for Joseph and Hunter to embrace the requirements. 

Sarah expressed a concern about the uninterrupted nature of the literacy block: 
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I worry that all the literacy back-to back is almost too much. The kids are, 

like, enough already. We do morning work, word study, read-aloud, 

shared reading, independent reading with guided reading in there, and as a 

teacher, I’m like – ugh! It’s a lot, and it’s a challenge, but I try to break it 

up as best I can. (Interview 2, 2/27/07) 

Sarah and Suzy also expressed their concerns about the district program in other 

ways. While Sarah wished for more structure, Suzy looked for more choices: 

Sarah - I felt the balanced literacy program didn’t have other activities in 

place other than some teacher materials like Text Talk and Making Meaning 

with Text. There are not many student pre-post reading activities so teachers 

have to come up with all that on their own.  In theory I think it’s good to focus 

on literacy, but it’s hard to fit in 90 minutes in the morning. (Final Interview, 

5/2/07) 

Suzy - It was a lot more structured than I expected. There wasn’t a lot of 

choice. I followed the Text Talk and Making Meaning with Text books for 

read-alouds in that week, and shared reading was Break Though to Literacy, 

and I did those books that week. I felt a lot of freedom taken from teachers, 

like if they gave us a lesson plan and you had to give it to the kids. It wasn’t 

ideas you came up with yourself. (Final Interview, 5/3/07) 

In the quotes above, Sarah and Suzy expressed different opinions about the same 

materials available to teachers in the district. They were both reading minors and had 

similar backgrounds in reading content knowledge. Both student teachers found ways 

of dealing with the materials they were given. Suzy adapted the materials creatively, 
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especially for learning centers, and Sarah sought additional outside materials to 

supplement her instruction. 

Suzy and Joseph each commented on how Reading courses could contribute 

more to their preparation: 

Joseph - They need to emphasize that just because we are teaching you this, it 

may not work for your classroom. They need to give us choices and lots of 

strategies. We need lots of examples of what we might encounter. (Final 

Interview, 4/27/07) 

Suzy - You have to tie together lots of different strategies. You have to have a 

bunch of strategies on hand at all times. If what you try bombs, you have to 

keep going with something else. (Interview 3, 3/27/07) 

This theme speaks to the need for adaptive expertise, or the ability to balance the 

dimensions of efficiency and innovation in teaching (Hammerness et al., 2005). It is 

important for preservice teachers to have opportunities to develop adaptive expertise. 

Suzy’s and Joseph’s comments identify the need for learning many strategies and 

practicing decision-making about how and when to use them. 

Strengths and Weaknesses in Teaching Balanced Literacy 

Each cooperating teacher described what she felt were her student teacher’s 

greatest strength and weakness as a reading teacher. Those responses are displayed in 

Table 12. 
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Table 12 

Cooperating Teachers’ Evaluations of Strengths and Weaknesses as Reading 

Teachers 
 

Student 
Teacher 

 

Strength Weakness 

Hunter 
(Ms. S) 
3/20/07 

 

“His voice level is good and he models 
well. The focuses he brings out – 
connections and inferences are good.” 

“He needs to make sure 
students answer, and he 
needs to summarize for 
them what he is teaching. 
They need more modeling 
and direct instruction.” 
 

Sylvia 
(Ms. R) 
3/19/07 

“She has adapted content and made reading 
lessons, she focuses on teaching reading 
while teaching content….She is effective in 
facilitating morning meetings.  The students 
share, and she shares appropriately, she 
writes back in students’ journals, and works 
one on one. She may not be the best 
teacher, but she is the best student teacher 
I’ve had as far as the students’ response to 
her, so I know she’s connecting with them. 
She absorbs everything.” 
 

“She needs polish. It’s just 
insecurity. She’s from a 
small town and has rural 
experience rather than 
from an urban 
environment.” 

Suzy 
(Ms. Y) 
5/2/07 

“She is very good at getting through half a 
lesson, seeing the need for a change, and 
changing gears. She doesn’t feel locked into 
her plans if they are not working, if she 
recognizes that the students need to go in a 
different direction. She is also very good at 
word work. After she does the lessons, she 
uses them to create activities they can us in 
centers.  She changes up her lessons so they 
can reinforce the concept independently.” 
 

“Planning for needs of 
guided reading.  She sees 
what the students need, 
but she doesn’t know 
where to go next. She can 
identify a need but is not 
sure how to meet it.” 

Sarah 
(Ms. 
M) 

3/2/07 

“She’s an excellent model of oral language. 
She’s very verbal, and students pick up 
from her. It helps with their fluency. She 
gives them excellent comprehension 
strategies and helps them make connections 
with text.” 
 

“Picking a focus that 
carries importance for 3rd 
grade. That comes with 
experience.” 
 

Joseph 
(Ms. T) 
4/2/07 

“He sees the whole picture. He has goal for 
each lesson, he’s aware of various levels of 
ability in class, and he spends time 
recording behavior and work completed.” 

“Managing the whole 
group while he works with 
a small group.” 
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The cooperating teachers focused on different aspects of teaching in their 

assessments of the student teachers’ strengths and weaknesses as reading teachers. 

Ms. S (Hunter) mentioned instruction (but not curriculum), and classroom 

management was also important. Hunter’s strength was in his ability to replicate what 

he saw his cooperating teacher model in the classroom. He could verbally engage the 

students in a read-aloud. What he had more difficulty with was the decision-making 

that a reading teacher needs to merge curriculum, instruction, and classroom 

management to address the needs of the students. 

Ms. R credited Sylvia with the same strengths I saw in her: the ability to adapt 

instruction and build personal relationships with her students, which contributed to 

her management of the classroom. It also made her sensitive to students’ needs, and 

she was willing to listen to students’ interests and accommodate those interests within 

the curriculum. 

Ms. Y (Suzy) focused on a combination of curriculum and instruction. She 

saw Suzy as adaptive in one area of curriculum, word work, but not as adaptive in 

another, guided reading strategies. Suzy was creative in her development of materials 

for phonics center activities, but she needed more practice and guidance in decision-

making for developing students’ reading comprehension in small-group instruction. 

Ms. M considered Sarah a very good language role model for students. Her 

comprehension strategies were strengths as well, and we both found her very adept at 

making connections to text in read-alouds and shared reading. She was creative and 

resourceful in creating thematic units, but she seemed easily discouraged by 

classroom behavior. 
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Ms. T saw Joseph as able to manage a small group but not the remainder of 

the students doing independent activities. My assessment confirmed that he was able 

to create lessons for guided reading accounting for students’ ability. He may have had 

more skill in that area than Sylvia; however, he was unable to connect with his 

students in ways that helped Sylvia gain the trust and respect of her students, and 

consequently, produce learning. Joseph, in contrast, tried to implement his lessons 

without acknowledging who the students were on the other side of the table. 

None of the cooperating teachers emphasized a need for balance explicitly in 

curriculum or instruction. They evaluated the student teachers based on their own 

interpretation of the district reading program, a practice which may be common 

among classroom teachers. The student teachers reported knowing the components of 

balanced literacy from their coursework but not necessarily the term “balanced 

literacy.” They implemented the components that were important to their cooperating 

teachers but did not focus on balance in curriculum or instruction. 

Understanding Students’ Cultures 

 Part of a student teacher’s understanding of students’ cultures and seeing with 

the cultural eye25 (Irvine, 2003) is knowing what constitutes culture. In the first 

interview, I asked the participants how they define culture and what role culture plays 

in teaching reading. They responded as follows: 

Hunter - I think of different beliefs, different ideas. It’s not always race. You 

                                                 
25 Irvine (2003) described the perspectives of African American teachers who “look introspectively at 
how their ethnic identity, their classroom practices, and their beliefs are related to the achievement of 
their African American students” (p. 28). This perspective is what Irvine calls seeing with the cultural 
eye, which acknowledges the influence of culture – the teacher’s as well as the students’ – on the 
teaching and learning process. 



228  
 

could be someone who is White and grew up in a Hispanic culture and you 

would follow the things they do differently….I think you need to connect with 

the culture in a way. You don’t have to stick to that, but for a culturally 

diverse classroom, you need to have culturally diverse literature. (Interview 1, 

2/5/07) 

Sylvia – [Culture is] the way you interact with your family members, family 

structure, religion, educational background and how important education is, 

how important your family is…. Sometimes students will read things, and 

they haven’t had the same experience, and because of their culture, they won’t 

be able to relate to it….if education isn’t part of the culture, it’s going to be 

hard to teach them, not only to read, but to teach them anything because you 

need those parents backing you up 100%.  (Interview 1, 2/4/07) 

Suzy – Culture includes heritage, where they came from, what kinds of 

traditions they hold in their homes, how they value the roles in their home, 

like parenting roles, the roles of children, what kinds of things are acceptable 

in their homes, and who lives with them – their family situation….Cultures 

play a role in the value of reading. Some cultures seem to hold a higher value 

on reading and literacy than other cultures, and those kids seem to be 

performing at higher levels. (Interview 1, 2/8/07) 

Sarah - I think that culture's like your ideas and your traditions in your basic 

framework that whoever is bringing you up into your morals, your beliefs, 

they kind of all play a part into your culture. Your language, your dress, the 

music you listen to, the kind of food you eat, all things like that, I think all 
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play a part. The importance of an education or not, the importance of what 

kind of trade you're looking at, working towards things like that….I think it 

plays a huge part because if you key into the cultures present their classroom, 

it can help you choose the kind of literature that you'd use in your classroom. 

(Interview 1, 2/1/07) 

Joseph - I don’t really care about culture, so to speak. I think about it one 

nation-one culture….My definition of culture is – the religion, ethnicity and 

race of a group of people….Different families and different cultures have 

different ideologies at home. Like an Asian family is very oriented toward 

academics, so I would expect them to be high. (Interview 1, 2/4/07) 

Four of the student teachers commented on the value of education as a part of culture; 

however, Sylvia, Suzy and Joseph linked their expectations of students to how 

strongly the culture values education. Hunter and Sarah tied the role of culture to 

choice of literature in the classroom. All five student teachers agreed that culture does 

play a role in the classroom; however, none mentioned the teacher’s culture as a 

factor. This omission may point to a lack of awareness of their own culture, or as 

Ladson-Billings (2001) asserted, “Notions of Whiteness are taken for granted” (p. 

96). 

The intersections of the student teachers’ visions with their students’ cultures 

followed three themes. First, the student teachers’ practice sometimes contradicted 

their vision statements and sometimes the context changed vision and practice. 

Second, some student teachers expressed unrealistic expectations of their students’ 

knowledge about their own cultural backgrounds. Third, the student teachers 
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displayed low expectations of their students’ families accompanied by little 

understanding of how to approach parents as partners in their child’s education. 

Culture in Curriculum and Instruction: Contradictions and Confirmations 

When asked about the importance of students’ cultures or how culture fits into 

reading instruction, most student teachers responded with expressions of commitment 

to taking culture or students’ interests into account; however, sometimes 

contradictions to those commitments appeared in practice. In one case, a realization 

of the importance of integrating students’ cultural interests changed the student 

teacher’s vision and practice. 

Hunter talked about using students’ cultures and had a personal example from 

a course assignment, but he did not translate his ideas of incorporating culture into 

practice in student teaching: 

Hunter - I thought about using stuff like their music, but I haven’t done it yet. 

I’m not a big fan of rap or some of the things kids listen to now. You could 

use a clean rap song. That’s a poem. You could work on fluency with that. 

Rap is fluency! To be a good rapper, you better be fluent! I’d like to do it 

some day. Have I done it? No. Would I like to? Someday. Do I think I’m 

ready for it? Not really. I need to do more research on it, maybe put something 

together and try how it works. I could implement it with students someday and 

see how they like it. Once last semester, I did a rap lesson on singular and 

plural nouns [for language arts methods], and the students loved it. My co-op 

had a song about possessives. I got the idea from that and decided to use rap. 

(Interview 4, 3/23/07) 
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Hunter acquired the idea of rap as an entry point into instruction from his cooperating 

teacher. The semester before student teaching, he was required to create an activity 

that addressed students’ cultures and used his rap in this same classroom, yet his 

practice contradicted his statement that it was important to incorporate students’ 

music or other cultural knowledge by never introducing it into his practice in student 

teaching. 

Joseph mentioned tapping into students’ strengths and expressed a positive 

view when asked what he had learned about teaching students of diverse 

backgrounds: “Every student learns differently, and once you get to know and build a 

rapport, you get to appreciate them. If you are genuine, you can build on their 

strengths instead of focusing on their weaknesses.” But in the same interview, I asked 

him about a written reflection in which he talked about “giving up on students.” His 

response was 

They don’t care about what you’re teaching, the rules or their classmates. I 

don’t know the answer. Maybe students need to be referred for emotional or 

academic support and get them a big brother or big sister and show them what 

they can be in their lives. (Final Interview, 4/27/07)  

Joseph’s contradiction was common among his responses throughout the semester. 

When asked specific questions about students of diverse backgrounds or multicultural 

education, he tended to give “politically correct” answers that then contradicted other 

responses in which he discussed his views on teaching. He repeated the idea that 

something should be done about the students, but he did not envision himself as the 

person to do it. 
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Sarah seemed somewhat conflicted about how or whether to integrate culture 

into curriculum, although ultimately, she did work at making connections between 

her thematic units and her students’ cultural knowledge through the influence of her 

cooperating teacher. Early in the semester she talked about using culturally diverse 

literature: “If you key into the cultures present in your classroom, it can help you 

choose the kind of literature you’d use….I think that’s really meaningful for students” 

(Interview 1, 2/1/07). But later, she tempered her opinion: 

It’s true [that using culturally diverse literature is important], but also you are 

entitled as a teacher to school kids on those things they are unfamiliar with, 

too. It would be interesting to teach them about something completely alien to 

them. I think you should use where they come from but also, it’s your duty to 

teach things they don’t know about that are different. My dad always said we 

know about Rosa Parks because of the emphasis on multicultural issues but 

didn’t know American history, like what D-Day is. You have to look at what’s 

important and what to emphasize in the time you have with a particular class. 

(Final Interview, 5/2/07) 

Deciding what was important in the limited timeframe of student teaching was a 

challenge, but Sarah’s cooperating teacher was a role model for integrating culture 

into lessons, and Sarah followed her lead: 

Sarah – You have to be adaptive with lessons. If they don’t respond to 

students’ need and backgrounds, reading might be better another way to best 

fit students’ needs. Like one thing I did one day in a readers’ theater script 

was change the names and some of the language to be more in line with my 
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students. The characters were father, John, mother, Sandra, like typical Anglo-

Saxon names, so I changed them to Ciera, Jamal, and La’Tanya. I realized it 

wouldn’t be that good for them the way it was. (Final Interview, 5/2/07) 

 

Suzy missed an opportunity to connect with a Korean child’s family during 

the reading of Dear Juno by Soyung Pak. Although she recognized the connection, 

she did not follow through to bring the child’s home world into the classroom: 

Suzy - I previewed the book Dear Juno with him [Korean boy] and he 

identified with the grandma writing in Korean. Apparently she sends birthday 

cards and things like that. He asked if he could bring something in from his 

grandma, so if he does, like a birthday or Christmas card, that will be really 

good. 

The boy did not bring in a card, and Suzy did not call or write the parents so they 

would know she valued the connection. In response to my question about the role of 

culture in reading instruction, Suzy dismissed culture as irrelevant: 

Suzy - They really focused in our classes in college that native backgrounds 

and tapping into where they came from were really important. I think it is 

important but not relevant. The students don’t talk about it in first grade. 

They’re all learning the same things, and bringing another culture in – I don’t 

think it would be helpful. Maybe bringing in a culture for a topic would be 

good, but they don’t notice they are different. I was thinking before that if the 

students felt uncomfortable about being of a different background, I could 
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address it, but at least in first grade, it doesn’t seem to be relevant. (Final 

Interview, 5/3/07) 

Suzy’s non-committal reaction to the text-to-self connection for her Korean student 

was confirmed by her opinion of culture as irrelevant. She was unaware of the role 

she could play in developing her students’ cultural awareness and making it a positive 

influence in the classroom. 

Sylvia was concerned about teaching the Civil War to her African American 

students. Her reasoning for wanting to minimize the issue of slavery in her Civil War 

unit was that she thought the students would not want to talk about it: 

I didn’t plan on spending so much time on slavery. When I redid the unit 

without the packets, from their reactions to what we had done so far, I saw 

how much they were into studying slavery. I decided to go that way. It 

surprised me because I thought they wouldn’t want to talk about it, but it was 

the complete opposite. (Final Interview, 4/30/07) 

In Sylvia’s case, she began with the idea of not emphasizing slavery and then 

changed her practice based on the cultural interest of her students. 

Unrealistic Expectations of Cultural Knowledge 

 Sylvia accommodated her students’ cultural interest in slavery, but she was 

still nervous about addressing issues of race and oppression with her fifth-graders. 

Part of her anxiety stemmed from believing that her students already knew a 

substantial amount about the Civil War and slavery. She was surprised to discover 

otherwise: “One of their [first] assignments was to write five things they already 

knew about the Civil War. They were writing general things, like they fought over 
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land, and people got killed” (Interview 3, 3/22/07). Sylvia ended up spending three 

weeks on the Underground Railroad, what the abolitionists did, and what it was like 

to be a slave: 

Sylvia – For example, we were learning about the Underground Railroad and 

runaway slaves, and I was telling them about safe-houses. We talked about the 

signal lamps, and I brought in a lantern and talked about what the symbols 

meant. Then students role-played as the slaves and three safe-house keepers. 

They had to tell me what the symbols meant and they moved to the safe 

houses at the right time. (Final Interview, 4/30/07) 

Students can become resistant to and disinterested in learning when they see little 

connection between themselves and the subject matter (Irvine, 2003). When she 

abandoned the “culture neutral” (Ladson-Billings, 2000) work packets and interacted 

with students more actively about slavery, Sylvia’s students became more engaged. 

The example above illustrates that Sylvia was beginning to understand how to address 

the cultural interests of her students; however, she still lacked a deep understanding of 

how to use students’ cultural perspectives as a tool for learning. Her lessons and 

activities appeared to focus on the abolitionists and their role in the Underground 

Railroad rather on the lived experiences of the slaves throughout that time in 

American history. That change of perspective might have contributed to a more 

culturally responsive unit of study. 

 Hunter expected second-graders to already know about Martin Luther King, 

Jr. “It surprised me what students didn’t know about him. You might think they 
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would know more about him, so it’s good we talked about it” (Interview 2, 3/19/07). 

Suzy also expressed surprise at what her students’ did not already know: 

Suzy - I really was surprised they couldn’t understand the concept of a village. 

Being in a diverse classroom, I would have thought the students would be 

aware of other cultures, but they are still in their little bubbles. The story was 

about an African village – an African market. It’s surprising to me that the 

students don’t realize they are from different cultures. They’re just - there. 

Interview 2, 3/26/07) 

Suzy’s first-graders included a combination of students with diverse home languages 

and cultures. At age six or seven, many of them had been born in the urban 

environment surrounding their school or had immigrated to the United States with 

their parents at a very young age. Assuming that first-grade students should already 

have knowledge of an African village seems a stretch. To support students’ cultural 

knowledge, curriculum content selections should reflect not only the traditional but 

also contemporary realities of students’ cultures (Ladson-Billings, 2000). Expecting 

young students to know the traditional cultural details of their heritage in primary 

grades before explicit instruction is an unreasonable expectation. 

Visions of Students and their Families 

 The student teachers expressed deficit views or negative assumptions about 

the students and their families. Some ideas were influenced by their cooperating 

teachers, and some participants did not alter their colorblind vision of teaching 

students of diverse backgrounds throughout the semester. There were a few glimmers 

of realization of positive attributes of families and communities, but I found little 
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evidence to suggest that cultural responsiveness emerged for these five student 

teachers in urban classrooms with students of diverse backgrounds. 

 Although Sarah had moments of cultural responsiveness and felt a calling to 

teach students of diverse backgrounds, she described obstacles in teaching her 

students: 

Sarah - It's a cultural thing that students act and model behavior that they 

observe, so we are working against that all the time. You're kind of trying to 

teach something at school that may be very different than what's going on at 

home, so you're working against that obstacle. (Interview 1, 2/1/07) 

In the final interview, her view had not changed: 

Sarah - I felt I was up against more obstacles than I could have anticipated and 

that I had no control over….But also I felt I was working against their 

socioeconomic status, such as their background at home, like if they have one 

or two parents, how involved the adults are in their children’s lives, parent’s 

perspective on education...and that was frustrating. (Final Interview, 5/3/07) 

Sarah seemed to measure her students against expectations of students from her own 

experience in school. The obstacles she perceived fueled a more pessimistic outlook 

toward the end of the semester, what Hammerness (2006) called the “dark side” of 

vision. Hammerness argued that “teachers with such visions are subject to feelings of 

disillusionment and despair that can lead them to become jaded about the possible 

success of efforts in the future…” (p. 4). Sarah’s constant drive for excellence is what 

outweighed her pessimism and contributed to her success in student teaching. With a 
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closer vision, she could direct her drive for excellence toward more cultural 

responsiveness for her students. 

 Hunter and Joseph maintained a colorblind view of teaching throughout the 

semester: 

Hunter - I thought, ‘How am I going to teach them effectively, what are they 

interested in, what is correct way to teach them?’ What I found was I taught 

them in a way I would teach any other student.  

Joseph – Teaching reading to students of diverse backgrounds is the same as 

any class – no difference – it’s all the same. I don’t take notice of their 

backgrounds. I just see one homogeneous background. There might be 

differences, but most of my students come from Christian families – located in 

low-income housing. Most have single-parents, regardless of their race. I just 

think their SES overrides their racial status. The only different one is [Daniel]. 

He’s the only white/Hispanic student, the others being African American. I 

treated them all just the same because they’re all from the same background. 

(Interview 4, 4/11/07) 

Joseph not only treated the students the same, but he also failed to recognize their 

cultural differences. During one observation, Daniel and a Black Hispanic boy were 

standing along one wall waiting. A boy seated nearby commented that they looked 

like twins. Daniel retorted, “I don’t look like him ‘cause I don’t look Dominican!” 

(Observation 3, 4/11/07). A teacher-facilitated conversation initiated by the 

comments of two students could introduce constructive talk about race and cultures, 

rather than leaving those topics as unspoken and taboo; however, Joseph was unaware 
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of the Hispanic heritage of Daniel’s “twin.” Rather, Joseph saw him as African 

American like the other Black boys in his class. The students certainly were aware of 

the cultural differences. 

 Joseph also held negative assumptions about students and families, which 

were also reinforced by his cooperating teacher: 

Joseph – No parents call or come in. I haven’t met anyone. I’d be surprised 

that parents know [I’m student teaching in their child’s room.] The co-op said 

it’s useless to send a letter because most students wouldn’t take them home, 

and the parents wouldn’t care. (Interview 4, 4/11/07) 

In contrast, Sylvia’s view changed from negative to more positive: 

Sylvia – When I started, I had pretty stereo-typical ideas of urban students. 

They didn’t listen, they didn’t care, and they didn’t want to be there, but my 

kids are not like that. They get very upset when they don’t do well, and they 

do care about learning. That really surprised me.” (Final Interview,  4/30/07) 

The data suggest that Sylvia’s cooperating teacher displayed some culturally 

responsive strategies, especially in building trusting, respectful relationships with her 

students and holding them to high expectations. Perhaps Sylvia’s positive role model 

contributed to a classroom environment in which the students developed more 

positive interactions than was evident in Joseph’s classroom. 

Suzy and Sarah shared knowledge about where there students lived. Suzy 

commented on positive characteristics in the students’ communities. “I learned there 

are small communities throughout the district that are high functioning, supportive 

communities” (Final Interview, 5/3/07). Sarah also learned about “other mothers” in 
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the community who, although not related to a particular child, serves in a maternal 

role (Ladson-Billings, 2000): 

The community is tight, and most of the kids come from a small area around 

the school. One of my girls’ mother and grandmother are in a custody battle. 

The father is in jail. What they have to go home to is rough, but it’s reality. 

Other girls’ mothers in the community come in to check on her to be sure 

she’s OK, so the community comes through in those ways. (Final Interview, 

5/3/07) 

These comments suggest at least some of the student teachers were learning about the 

nature of their students’ communities and beginning to understand positive aspects 

that support students. These complex views and assumptions suggest that without 

challenges to their visions of students’ cultural backgrounds, these student teachers 

were unable to develop deep understandings of students’ culture   Student teachers 

need more explicit support to make the connections that would result in more 

significant changes in their visions of families and cultures. 

Looking for Evidence of Culturally Responsive Reading Instruction 

 Using the 35 classroom strategies matched to seven indicators of culturally 

responsive reading instruction (see Appendix A), I explored how characteristics of 

culturally responsive teaching did and did not emerge in the reading instruction of the 

five student teachers. In this section, I illustrate the evidence of culturally responsive 

teaching for each participant and then discuss the cross-case examples of culturally 

responsive strategies that did and did not emerge in the practice of the five student 

teachers. 
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Each student teacher, university supervisor, and cooperating teacher was 

asked to complete a checklist of the above strategies indicating if they were 

consistently used, sometimes used, or never used. I requested the completed checklist 

several times, but Suzy’s cooperating teacher did not submit her checklist, and her 

data are missing. Appendix C contains the complete data display of the strategies 

reported as “sometimes used” and “consistently used” for each student teacher. It 

shows a comparison of strategy use reported by the student teacher, cooperating 

teacher, university supervisor, and researcher. Table 13 illustrates the number of 

culturally responsive strategies reported as consistently used in the reading instruction 

of each student teacher. 

Table 13 

Reported Number of Culturally Responsive Strategies Used Consistently* 

 

Reported by Student 
Teacher 
 

Self Co-op Supervisor Researcher 

Hunter 
 

9 11 0 2 

Sylvia 
 

17 18 0 8 

Suzy 
 

12 No data 0 2 

Sarah 
 

12 21 0 2 

Joseph 
 

11 19 1 1 

* Total number of possible strategies was 35. 

  

The data analyzed from the checklists show a pattern of differences among the 

responders. First, I observed very few instances of culturally responsive strategies in 

the reading instructional practice of the five student teachers; however, I observed 

only a limited number of classes. Table 14 identifies the culturally responsive 
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strategies I observed. Strategy 3b occurred in the instruction of all five student 

teachers. That strategy is encouraging students to draw inferences during and after 

reading, which is also a strategy expected of any high-quality reading instructor, so 

the student teachers are likely to have learned that strategy in their Reading courses. 

Strategy 3a, encouraging students to predict before reading occurred twice. It is also 

considered part of good reading instruction in general. 

Table 14 

Researcher Observed Culturally Responsive Strategy Use 

  

Student Teacher 
 

         CR Strategies Observed Consistently 

Hunter          3a     3b 

Sylvia          3a     3b     4e     5a     5c               7a     7b     7f 

Suzy                   3b                               5e 

Sarah                   3b                                                          7f 

Joseph                   3b 

  

The university supervisors also reported very few strategies they could 

attribute to the student teacher (as opposed to strategies supplied by the cooperating 

teacher). One supervisor observed Joseph, and she indicated one culturally responsive 

strategy she felt Joseph used consistently, which was 5e: Provides opportunities for 

interaction among students. In our interview, she reported that Joseph “followed what 

he was asked to do, but he did not contribute anything above and beyond what the 

cooperating teacher suggested or I required” (Interview, 5/1/07). She may have been 

pre-disposed to thinking of his teaching as mediocre. The other supervisor observed 

Hunter, Suzy, Sylvia and Sarah. She indicated some strategies that were sometimes 

used, but no strategy that was “consistently used” for any of the four student teachers. 
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In commenting about the strategies in Indicator Seven, for example, this supervisor 

considered their use simply part of the curriculum, requirements of the district, or 

“evidence of effective teaching” (Interview, 5/9/07) so she did not attribute cultural 

responsiveness to the student teachers.  She marked all Indicator Seven strategies as 

“sometimes used” for all four student teachers. As mentioned earlier, the district 

requirements, which might be considered “culture neutral” could be interpreted in 

different ways. What constitutes an “authentic” reading activity, for example, might 

be different for students of diverse backgrounds. The student teachers may have used 

the strategies in Indicator Seven in a generic way without actually demonstrating 

cultural responsiveness. 

 My interview with the university supervisors did not shed much light on the 

interactions they had personally with their student teachers. In our interview, the 

university supervisor for Sylvia, Suzy, Sarah and Hunter did not credit them with any 

consistent use of culturally responsive strategies. The four cooperating teachers who 

reported indicated more strategies as “consistently used” than even the student 

teachers. The cooperating teachers, however, may have wanted to project their 

student teachers in a good light in their interview with me because I work for the 

university (although I had no supervisory responsibility for the student teachers). 

They may have felt the evaluation of their student teachers reflected on their own 

teaching practice or on them as mentors. Another possible reason for the differences 

in reporting may be the high inference necessary to translate some of the strategies (as 

they were stated in the checklist) into actual classroom practice. Cooperating teachers 

and university supervisors acknowledged they had heard the term “culturally 
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responsive” but did not fully understand what dispositions and actions constituted the 

term “culturally responsive teaching.” For student teachers, an obvious conclusion is 

that they wanted to project themselves as competent in all areas of teaching. In our 

final interviews, the student teachers reported not knowing the term “culturally 

responsive teaching.” 

 Another finding in the data gathered through the checklists and illustrated in 

Table 13 is the limited number of different culturally responsive strategies I observed 

across all five cases. Only nine of the 35 strategies in the outline were evident in the 

student teachers’ practice as I observed. The student teachers and the cooperating 

teachers reported more use of more different culturally responsive strategies, and the 

cooperating teachers were in the classroom daily with their student teachers. It is 

possible that I simply missed the days on which the culturally responsive strategies 

were in use; however, another possible explanation is that cooperating teachers and 

student teachers exaggerated their positive reporting. Figures 9 and 10 show a 

comparison between the strategies I observed consistently over several observations 

and the strategies reported by the student teachers as “used consistently.” 

 

 

 

 

 

 

 



245  
 

Figure 9. Culturally responsive strategies consistently used. 
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Figure 10. Culturally responsive strategies consistently observed. 
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 The strategies that I did observe tended to cluster within only a few indicators. 

The most used strategies corresponded to Indicator Three, concerned with engaging 

students in higher-level thinking with text. The next most prevalent was Indicator 

Seven, the indicator of equality of educational outcomes. Strategy 4e focused on 

activating students’ prior knowledge. Those particular strategies are also associated 

with high-quality reading instruction in general and are not exclusive to culturally 

responsive teaching. 

In contrast, less evidence emerged for use of most strategies in Indicator One, 

high regard for student and family competence, Indicator Two, recognizes literacy 

demands of the community, Indicator Four, modifies content for relevance to students’ 

lives, (except 4e). Not more than one student teacher consistently used a strategy from 

Indicator Five, structures participation in various ways, except strategy 5e and 

Indicator Six, values home culture and language. The strategies missing from use by 

the five student teachers suggest that particular topics or areas of concern for 

culturally responsive teaching are not learned simply from exposure to intercultural 

experiences, such as an urban field placement with students of diverse backgrounds. 

 I have argued that a culturally responsive reading teacher must begin with the 

characteristics of any effective or high-quality teacher and then exhibit “something 

more.” Of the five participants in this study, Sylvia demonstrated the most promise 

for rejecting a colorblind pedagogy, engaging with parents, and building the kind of 

relationship with her students that could lead her to culturally responsive teaching. 

Sylvia’s “something more” included 
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1. Making personal connections with students that not only valued the 

individual but also valued their cultural background, 

2. Being willing to interact with parents in ways that valued their contribution 

to their child’s education, 

3. Seizing every opportunity to engage the students’ own thinking about a 

topic, and  

4. Being open to conversations with students on issues of race even when it is 

uncomfortable for the teacher. 

The student teachers in this study exhibited isolated examples of culturally 

responsive indicators, but sometimes they were juxtaposed with deficit thinking. 

After Sylvia, Sarah showed the most promise for cultural responsiveness. She learned 

the value of using cultural references in her instruction and used culturally diverse 

literature; however, she maintained a deficit view of her students and their 

surroundings, which limited her vision of what was possible for her students.  

The difference in outcomes regarding cultural responsiveness among these 

five student teachers is not surprising given their initial desire for or against student 

teaching in an urban district in a classroom with students of diverse backgrounds.  

Sylvia and Sarah, the only two participants who demonstrated any cultural 

responsiveness (although limited) were also the only two who actually chose the 

urban placement for student teaching. Suzy was ambivalent about her urban 

placement and ignored the students’ cultures. Joseph and Hunter were both placed in 

urban classrooms contrary to their desired placements. Hunter ignored culture, and 

Joseph rejected the notion that the students’ cultures should play a role in teaching 
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reading. This finding underscores the importance of student teachers’ dispositions 

toward urban classrooms and student of diverse backgrounds. 

Conclusions 

This cross-case analysis of classroom practices and their intersections with 

vision and context suggests that the use of culturally responsive strategies by the five 

student teachers was limited. The participants struggled with aligning their practice to 

address student behaviors, classroom structure, routines and organization, and 

developing a vision of classroom management appropriate in a classroom with 

students of diverse backgrounds. 

In the implementation of balanced literacy, they developed visions of 

balanced literacy, sometimes having to negotiate the differences between the district 

requirements, as interpreted through their cooperating teachers, and what they learned 

in their Reading coursework. Learning to understand the role of students’ cultures 

resulted in contradictions and confirmations between vision and practice. Some 

deficit views and colorblindness remained and hindered the student teachers’ ability 

to deeply understand how their students’ home cultures could enrich classroom 

learning. Few culturally responsive strategies emerged in the practice for the five 

participating student teachers. With the goal of better preparation of preservice 

teachers to teach students of diverse backgrounds, these findings hold many 

implications for teacher education. 

In the next and final chapter, I summarize the findings of this dissertation 

study by revisiting the research questions individually to discuss the influences in 

developing a vision of teaching reading, the intersections of vision, practice, and 
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context, and culturally responsive reading instruction. Implications for teacher 

education begin with suggestions for the use of visioning as a tool for supporting 

preservice teachers in their development as culturally responsive reading teachers. I 

then elaborate on some specific ways to enhance preservice teacher learning of 

classroom management, balanced literacy, and culturally responsive teaching, 

including suggestions for addressing preservice teachers’ personal characteristics and 

dispositions that might play a role in their success as culturally responsive teachers. 

Implications for future research include the need for more research into how 

particular student teachers, such as Sylvia, gain more ground than other similar 

student teachers toward culturally responsive teaching. I also suggest research that 

extends and enhances the Checklist of Culturally Responsive Indicators and 

Strategies developed in this dissertation. Theoretical implications include the need for 

greater conceptualization of the positive/negative and change-over-time dimensions 

of intersections among vision, practice, and context. Chapter Seven concludes with 

final comments and reflections.  
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Chapter 7: Moving Toward Culturally Responsive Teacher Preparation 

  Preparing preservice teachers for cultural diversity in the classroom is 

imperative, given the well-documented cultural mismatch between teachers and their 

students. To support the narrowing of the reading achievement gap, in particular, it is 

incumbent upon teacher educators to craft learning experiences for preservice 

teachers that discourage deficit thinking about students of diverse backgrounds and 

instead encourage visions and practices that draw on students’ backgrounds and 

cultures to support their reading success. In light of the need for improving reading 

teacher preparation for cultural responsiveness, the goal of this dissertation has been 

to understand how student teachers’ visions of teaching reading to students of diverse 

backgrounds develop and then intersect with practice and the context of urban 

classrooms. This dissertation extends current research in the area of teacher vision 

and preparing preservice teachers for culturally responsive reading instruction, with 

implications for reading teacher education and future research.  

From a sociocultural perspective and using qualitative case study methods, I 

have studied five student teachers as they taught reading in their student teaching 

placements with students of diverse backgrounds. Through interviews, classroom 

observations, and analysis of weekly reflections and other documents, I looked at how 

their visions intersected with classroom practice and the context of urban classrooms. 

Individual and cross-case analyses suggested that the student teachers’ visions 

changed in some regards; however, the mere fact of student teaching with students of 

diverse backgrounds does not necessarily translate into culturally responsive teaching. 
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These findings suggest the need for more explicit instruction of culturally responsive 

strategies in teacher preparation coursework. 

 In this final chapter, I begin by recounting the findings presented in Chapters 

Four, Five, and Six of this dissertation based on the three overarching research 

questions. A discussion includes implications for teacher education and future 

research. I conclude with some final thoughts on preparing teachers for cultural 

responsiveness. 

Summary of Findings 

Chapter Four concentrated on answering the first research question, “How do 

the participating student teachers characterize their vision of teaching reading to 

students of diverse backgrounds?” I highlighted individual case studies of the five 

student teachers and their visions of teaching reading to students of diverse 

backgrounds. The focus of Chapter Four was how the participants characterized their 

visions of teaching reading for students of diverse backgrounds at the beginning of 

student teaching. Building on that vision statement, I explored what part attitudes and 

beliefs, previous education, and inter-cultural experiences played in shaping their 

visions, and other factors that contributed to their visions. 

Influences in Developing a Vision of Teaching Reading 

The five participants began student teaching with similar backgrounds and 

similar visions of teaching reading to students of diverse backgrounds. They began 

their teacher preparation with limited cross-cultural experiences but were all placed in 

urban classrooms with students of diverse backgrounds for student teaching. One 
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finding related to vision development was the way in which different experiences 

contributed to different aspects of vision. For example, personal experiences of 

learning to read as a child seem to have influenced their visions of the physical and 

emotional environments for reading in their own classrooms. Visions of a parent’s 

role in a child’s education seemed to be based mainly on their own parents as models. 

Their visions of actual reading instruction and roles of teachers and students, 

however, were based mainly on a combination of their reading coursework and field 

experiences. For all five student teachers, meeting individual students’ needs was 

considered important due to its emphasis in their reading coursework, and they 

retained that focus in their teaching practices.  

The five student teachers in this study equated being elementary school 

teachers with being reading teachers. For all five, their love of reading played a 

significant role in their visions of teaching. The one student teacher deemed not as 

well prepared by his university supervisor and cooperating teacher (Hunter) was also 

the only non-reading minor. Because of his more limited reading preparation, his 

vision of teaching reading was less clearly defined than the others, which hindered 

development of his own practice. 

The student teachers envisioned roles for students and themselves as teachers 

based on a constructivist view attributable to their teacher education coursework; 

however, evidence that personal experiences and attitudes learned at home continued 

to play a role in their visions of teaching reading to students of diverse backgrounds 

surfaced in complex ways. For example, Sylvia acknowledged racial prejudice in her 

extended family but made concerted efforts to fight against that viewpoint. She chose 
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culturally diverse literature for her Civil War unit but expressed a lack of 

understanding as to why her African American students would want to study about 

slavery. She thought her unit on the Civil War should be more about states rights’ 

than about slavery. Although issues of race were difficult for her, she adapted her 

vision to include the students’ interest in their history. Joseph also stated his rejection 

of racial prejudice in his family. On the surface, he spoke about the value of 

multicultural education and the need for understanding students’ diverse 

backgrounds, but in practice, he tended to blame his students for their low 

achievement and resistance to reading, and he found it difficult to adapt his vision. He 

envisioned himself working with White students to reduce their prejudice rather than 

working with students of diverse backgrounds. 

In addressing the question of how the student teachers understood culturally 

responsive reading instruction as part of their vision, I found that culturally 

responsive teaching was not mentioned in any of the vision statements. Although 

several student teachers talked about the need for diverse literature, only Sylvia and 

Sarah intentionally chose diverse literature in their classrooms. Later in the final 

interviews, the student teachers all stated either they had heard the term culturally 

responsive teaching and did not understand exactly what it was, or they had never 

hear the term before. 

Intersections of Vision, Practice, and Context 

Chapter Five continued the individual analysis in addressing the second 

research question, “What are the intersections among vision, practice, and context in 

student teacher development as reading teachers?” Each participant experienced 
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distinct intersections among vision, practice, and context. For Sarah, major 

intersections were centered on the demands of the classroom and her high 

expectations of connecting with her students. She was able to adapt her practice, and 

yet her vision remained at a distance. For Joseph, the major intersection was his 

resistance to his role as a learner in student teaching, which limited his ability to grow 

as a teacher. His change-resistant vision of teaching reading resulted in 

unresponsiveness to the context. 

Hunter experienced intersections related to his unwillingness to do the “hard 

work” of teaching, his lack of organization, and his limited preparation for teaching 

reading.  Late in the semester, Hunter was confronted by his university supervisor and 

cooperating teacher, which seems to have been a turning point in his learning. Suzy 

began with a clear vision of teaching reading; however, she had difficulty establishing 

her own practice separate and distinct from her cooperating teacher and the 

cooperating teacher’s conception of the district requirements. Suzy also struggled 

with her students’ limited English. Although Suzy interacted positively with her 

students on a personal level, she remained aloof to their cultural backgrounds within 

her instructional practice. 

Sylvia experienced intersections that allowed both her vision and her practice 

to change and grow. Her areas of intersection included her changing expectations of 

her students, parents and herself, and connections with her students. She learned to 

value the possibilities for her students in ways she had not seen early in the semester. 

Sylvia’s intersections tended to be positive in nature due to her willingness to adapt. 

The positive outcomes for these student teachers were influenced by their optimism, 
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their ability to be reflective, and their willingness to change based on their 

experiences in the context of student teaching. 

In four of the cases, one of the intersecting elements (vision, practice, or 

context) seemed to influence the participant’s student teaching more than the other 

two. For Sarah and Joseph, vision was dominant. For Suzy and Hunter, practice was 

dominant, and for Sylvia, the three elements influenced her somewhat evenly, and she 

came the closest to moving toward cultural responsiveness. The positive/negative 

dimension of the intersections was important to the relative success for the student 

teacher. For example, Sarah and Joseph were both vision dominant, but Joseph’s 

intersections were more negative, and he experienced a less satisfactory student 

teaching semester both from his own perspective and from the perspective of his 

university supervisor. A relatively even influence among vision, practice, and context 

seems to have supported Sylvia’s growth by allowing her to adapt and shape her 

practice based on the needs of her students. 

Chapter Six continued the analysis of intersections of vision, practice, and 

context across the five cases, emphasizing the three major cross-case intersections: 

classroom management, the balanced literacy program, and the students’ cultures. 

The urban district, in which the five participants student taught, prescribes a 90-

minute balanced literacy block in every elementary classroom. Especially in a 

balanced literacy classroom, the aspects of reading instruction vary from teacher-

directed to student-directed, and at least partly because of that, issues of classroom 

management constitute an important part of reading instruction. All five student 

teachers experienced tensions at the points where their visions of teaching reading 
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intersected with the realities of managing a reading classroom. District requirements 

for balanced literacy, filtered through the understanding of each cooperating teacher, 

also created intersections for the student teachers. In their classrooms with students of 

diverse backgrounds, the student teachers sometimes ignored students’ cultures or 

expressed deficit views of their students, hindering their ability to draw on their funds 

of knowledge (Moll & Gonzalez, 2004) and appreciate the possible contributions of 

their students’ cultural backgrounds to learning in the classroom. 

To address the third research question, “How, if at all, do characteristics of 

culturally responsive reading instruction appear in the student teachers’ reading 

instruction with students of diverse backgrounds in an urban setting?” I used a 

checklist of culturally responsive indicators with related strategies. Chapter Six 

concluded with a comparison of the culturally responsive indicators and strategies 

that were and were not reportedly used by the student teachers. 

Culturally Responsive Reading Instruction 

The checklist of culturally responsive strategies provided a source of data on 

how culturally responsive the student teachers perceived themselves to be during 

student teaching.26 Cooperating teachers, university supervisors and the researcher 

also completed the checklist for each student teacher. Although differences in 

reporting occurred, two important results emerged across all five cases. First, only 

                                                 
26 In interviewing the participants throughout the semester, I asked questions about how they handled 
various issues of diversity, what role the students’ culture played in their teaching, and what they were 
learning about students and families of diverse backgrounds. I did not, however, introduce the term 
“culturally responsive teaching” until the end of the final interview. I wanted to explore whether 
culturally responsive teaching emerged naturally.  I did not want to predispose the participants’ 
thinking about the kind of teaching I “was looking for.” 
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four of the 35 strategies were reported consistently used by most (4 or 5) of the 

student teachers themselves. They are: 

3b. Encourages students to draw inferences during and after reading, 

4e. Activates students’ prior knowledge to connect with concepts being 

taught, 

5e. Provides opportunities for interaction among students, and 

7f. Makes all grade-appropriate content and concept-building available to all 

students regardless of reading level. 

These strategies reported above are also consistent with high-quality, effective 

reading instruction in general and not exclusive to culturally responsive teaching. 

This finding suggests that cultural responsiveness was not necessarily at work in the 

student-teachers’ decision-making to choose the strategy; however, some beginnings 

of culturally responsive reading instruction emerged, especially in Sylvia’s practice. 

Her practice moved toward making personal connections with students and their 

cultures, making interactions with parents as partners in their children’s education a 

priority, taking every opportunity possible to engage students’ creative thinking, and 

engaging in conversations surrounding issues of race, even though it was 

uncomfortable for her. 

A second finding was that three of the seven indicators, each including several 

strategies, showed very little reported use: 

1. High regard for student & family competence, 

2. Recognizes literacy demands of community (different from 
school), and 

 
6.  Values home culture and language. 
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These three indicators are the most sensitive to attitudes and actions that 

address students’ home cultures, and they were absent from the student teachers’ 

practice. The findings suggest that student teachers need more systematic 

opportunities to learn about culturally responsive strategies in teacher education 

coursework if they are expected to demonstrate them in the classroom. 

Implications for Teacher Education 

The results of this study suggest that even with the current efforts of teacher 

education to better prepare preservice teachers for diversity, more is needed to assure 

that cultural responsiveness becomes ubiquitous in the teaching practice of student 

teachers. McDonald (2005) found that even within teacher education programs 

specifically focused on social justice in teacher education, opportunities for 

preservice teachers to acquire the practical tools (for example, specific strategies) 

needed in the classroom were more limited than opportunities to learn the broad 

concepts related to working with students of diverse backgrounds. Grossman et al. 

(2000) also found that student teachers acquired the broad concepts that contribute to 

developing a vision; however, they acquired limited practical strategies that could 

help them implement instruction in practice. The five participants of this study also 

did not appear to acquire culturally responsive strategies (practical tools) beyond 

those also generally regarded as high-quality and effective reading instruction, such 

as activating prior knowledge and encouraging prediction before and during reading. 

Teacher education programs need to address these strategies more explicitly for them 

to become part of student teachers’ vision and practice. In this section I discuss the 
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implications for reading teacher education in the areas of visioning, classroom 

management, balanced literacy, personal characteristics and dispositions, and 

culturally responsive teaching. 

Visioning in Teacher Education 

 Teacher vision can be a powerful tool for supporting preservice teachers in 

their development as culturally responsive reading teachers. Visioning is useful in 

tapping into how preservice teachers actually think they will put their teaching into 

practice. Hammerness (2006) found that for some teachers, their visions consisted of 

vivid and concrete images of instructional practices that contributed to making a 

teaching philosophy real. Duffy (2002) described visioning as a teacher’s conscious 

sense of herself and her own work. The results of this study confirmed that these 

student teachers did have visions of what their teaching would or should be like. By 

encouraging preservice teachers to articulate their visions as they develop, teacher 

educators would have a window into how their students understand their roles as 

reading teachers and as a first step in learning how their visions intersect with practice 

in particular contexts. 

In some ways, the revelation of the student teachers’ visions did not emerge 

until their visions intersected with practice in a classroom context. Smagorinsky and 

colleagues (2004) found that tensions associated with learning to teach can be 

productive in teacher development provided the teachers are guided to develop a clear 

vision for student learning and teaching methods to help them realize their vision. As 

visions intersect with practice in particular contexts, support from cooperating 

teachers and university supervisors is important in the student teacher’s growth as a 
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teacher. Duffy (2002) argued that when teachers have a vision, they are more likely to 

take control of their decision-making in the classroom.  

I suggest that one way for teacher educators to support student teachers in 

taking control of decision-making is to combine strategies used by Turner (2006), that 

of asking preservice teachers to write their visions in detail, and Brock, et al. (2007), 

providing debriefing sessions after teaching practicum events, in which preservice 

teachers identify for themselves the intersections they recognized in their own vision, 

practice, and context of teaching. For example, reading methods students assigned to 

a practicum, armed with their previously written vision statements, could share in a 

semi-structured discussion with question prompts such as, “In what ways did your 

vision of teaching reading connect smoothly with today’s instruction? In what ways 

did your vision conflict with today’s instruction? What accounts for the differences? 

What needs to change to smooth out the conflicts? What is your role in the process?” 

Teacher educators need to contribute to the discussions by listening and then guiding 

the preservice teachers to resources such as readings or classroom teachers willing to 

dialogue by e-mail and then share their responses with the group. A well-articulated 

vision coupled with appropriate conversations and reflection could constitute a 

dynamic tool for promoting learning throughout coursework, student teaching and 

into the first year of teaching. 

Course activities designed to connect vision with practice must be 

contextualized for teacher candidates. Lloyd and Anders (1994) found that teachers 

were not as likely to embrace professional development practices if they were not 

connected to their own teaching context. Although during coursework preservice 
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teachers are unlikely to know exactly where they will be teaching, a decontextualized 

activity might be construed as “normal” and assumed to apply to classrooms from 

their own experience. For many preservice teachers, that would not include 

classrooms with students of diverse backgrounds. The changing demographics of 

public schools underscore the importance of providing many activities that emphasize 

different contexts of teaching. 

Using visioning to support preservice teacher learning requires attention to 

many possible scenarios and contexts in which the preservice teacher might teach. 

Some classroom contexts might include many different reading levels, English 

language learners, students of diverse backgrounds, unmotivated, disruptive students, 

students with special needs, or classroom constraints due to school or district policy. 

These different classroom contexts would help preservice teachers recognize the 

variety in real classrooms for which they must prepare. Teacher educators need to 

emphasize with preservice teachers that the strategies and techniques being taught are 

the “well” from which they must draw based on the needs of their students (Duffy, 

2002). With more opportunities to adapt to different needs in the classroom, 

preservice teachers will experience beneficial tensions in the intersections of vision 

and practice in particular contexts, and those intersections could promote adaptability. 

Learning Classroom Management in Context 

A major intersection among vision, practice, and context for the participants 

was classroom management during reading instruction. The student teachers 

recognized the need to manage behavior and structure their classrooms in order for 

teaching and learning to occur. In all five cases, the student teacher reported the 
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desire for more understanding of classroom management, especially as it relates to a 

reading classroom with students of diverse backgrounds. In talking about envisioning 

his “ideal classroom,” Joseph commented that there would be no need for a classroom 

management plan because all the students would be motivated and focused on 

learning. The interdependence of instruction and classroom management should be 

emphasized with preservice teachers to discourage the erroneous conclusion that it is 

possible to teach reading without considering management of the classroom structure 

and dynamics. If Joseph’s vision had been explored in his coursework, for example, 

his vision of no need for classroom management might have been challenged before 

he began student teaching. It is possible Joseph said he would not need classroom 

management facetiously; however, the comment would still provide a place to launch 

a discussion about the importance of clear planning in that area.  

Also important is to recognize whether classroom management expectations 

are based solely on the preservice teachers’ personal cultural influences. Research 

suggests that unlike “mainstream” students, children of color tend to be more 

motivated by the need for affiliation and an emphasis on feelings and personal 

connectedness (Delpit, 1995). Preservice teachers should have opportunities to 

envision and create a classroom management model for a group of hypothetical 

students motivated by individual achievement or students motivated by personal 

relationships rather than creating classroom management for “mainstream students” 

and “students of color.” This focus on what motivates students could discourage the 

kind of stereotyping that sometimes results when categories of students are 

generalized to particular characteristics. Rather, it allows preservice teachers to 
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understand motivation as one component to be considered without labeling entire 

groups. 

Learning how to transition from one aspect of reading instruction to another, 

the level of organization necessary when teaching guided reading or conferencing 

with individual students, and teaching students routines and expectations all require 

opportunities to apply what is covered in reading pedagogy textbooks. For example, 

Fountas and Pinnell (1996) present a chapter on designing and organizing the 

classroom and another chapter on classroom management related to reading 

instruction. The authors provide detailed descriptions of how to create a reading 

classroom for balanced literacy instruction. These suggestions are necessary and 

helpful but not sufficient. What is also needed is the application of that knowledge to 

actual classroom situations. Teacher educators could support their students’ learning 

by providing opportunities for contextualized learning about managing reading 

instruction. With more opportunities to explore how their visions intersect with 

teacher decision-making in diverse contexts, preservice teachers could acquire more 

adaptability. 

Preservice teachers would benefit from more active involvement in 

management scenarios in the context of a classroom with students of diverse 

backgrounds. Activities might include role-playing, analyzing and discussing video 

displays of actual classroom situations, or field observations in classrooms with 

students of diverse backgrounds. When possible, preservice teachers should have 

opportunities to evaluate how they would handle a real-life scenario and then discuss 

with the classroom teacher how she successfully handled the classroom management 
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challenge. Actual field experiences or technology-assisted entry into classrooms with 

students of diverse backgrounds are important in learning classroom management in 

context.  

The technology exists in some schools and universities for video-conferences 

between a teacher education classroom and a K-12 classroom. Such technology 

would allow for interaction among preservice teachers and educators who teach 

students of diverse backgrounds in situations where distance or time precludes 

classroom visits. Beyond observation of the classroom, discussion with the teacher is 

vital. The teacher/preservice teacher interactions, whether on-site or by video-

conference, would also allow for insight into the decision-making and thought 

processes of the teachers.  Absent the advanced technological capability, video 

records of practice (Ball & Cohen, 1999) could be used to support preservice teacher 

learning about classroom management in reading classrooms, provided they are 

accompanied by written or taped discussions by the teacher articulating their motives 

and thought-processes. 

Learning to Teach Balanced Literacy 

 In the school district Goals and Expectations for Balanced Literacy, no 

explicit references were made to culturally responsive teaching.  Although Au (2006) 

recognized balanced literacy as appropriate for culturally responsive teachers, the 

“something more” I have argued is required for culturally responsive reading teachers 

must be stipulated.  The implication for teacher education is that preparing preservice 

teachers for cultural responsiveness and then placing them in classrooms with non-

culturally responsive teachers could result in two possible outcomes. First, the student 
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teachers could influence the cooperating teachers by their example and collaborate to 

make the classroom more culturally responsive.   

Second, (and unfortunately more likely), the student teachers could adopt the 

non-culturally responsive practice of the cooperating teacher. This is also likely if the 

university support of culturally responsive teaching is limited to one or a small 

number of the Reading faculty. When a new initiative is not built coherently into the 

program of teacher education, it may not be valued by the students. Research also 

suggests that student teachers are likely to abandon progressive teaching strategies 

when faced with more traditional methods in student teaching. 

Sylvia remembered from her reading courses that literature study circles are 

student-led. Samway and Whang (2003) acknowledged that many teachers continue 

to instruct in a teacher-centered fashion after being introduced to other approaches. 

They suggested that successful literature study circles are much more student-led than 

teacher-led. The teacher’s participation should contribute to the group discussion but 

not be privileged over other group members (Hanssen, 1990). The discrepancy 

between Ms. R’s practice and Sylvia’s understanding may be a result of Ms. R’s 

interpretation of district guidelines, which stipulated “guided reading groups” as 

opposed to “literature study circles.” Guided reading is a context in which a teacher 

chooses and introduces a text to a small group of students and supports each reader’s 

development of effective strategies (Fountas & Pinnell, 1996). At the middle-

elementary school level with students past the beginning reading levels, literature 

study circles are appropriate.  At any grade, substantial, explicit teaching of the 

procedural aspects of literature study circles is required for students to maintain the 
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structure on their own.  The implication for reading teacher education is the need to 

provide many opportunities to practice classroom decision-making and discuss their 

decisions with others and with their instructor. 

 The strengths and weaknesses of the student teachers in balanced literacy 

instruction seem to be a function of inexperience, and yet student teachers and 

cooperating teachers tend to expect student teachers to perform to the level of a more 

veteran teacher.  My recommendation for teacher education is to impress upon 

preservice teachers that student teaching is only the first segment in their field-based 

teacher preparation.  Universities need to maintain a connection to and relationship 

with their new graduates at least through their first year of teaching.  This extended 

induction period, supported by the university, should be a collaborative effort 

between the university and the school district.  

 The uneven success of these five student teachers in teaching balanced 

literacy highlights the need for teacher educators to treat student teachers in the same 

way they expect student teachers to treat their students – as individual learners with 

strengths and weaknesses, developmental needs, and different locations on the 

continuum of cultural responsiveness. Brock and colleagues (2007) argued that when 

teacher educators fail to address preservice teachers’ individual differences, 

especially regarding dispositions, attitudes, and beliefs, they do a disservice not only 

to the preservice teachers but to their young students as well. 

Personal Characteristics – Student Teachers and Cooperating Teachers 

In analyzing data for all five student teachers, it became apparent that personal 

characteristics contributed to a more positive or more negative student teaching 
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experience. For example, Joseph’s vision was not flexible or adaptive. His vision was 

strong and stable across both placements in student teaching. Joseph resisted his role 

as a learner in the student teaching experience. He exhibited insensitivity to the 

context and held rigid expectations of students and families. In contrast, Sylvia’s 

vision intersected positively with her practice and the context as she connected with 

and adapted to her students’ needs. Although she could not articulate that the bond 

she had forged with her students was moving her toward culturally responsive 

teaching, her instincts were good. Issues of race made Sylvia uncomfortable, but she 

was adaptive and willing to allow those tensions to lead to growth as a teacher. 

Sylvia’s combination of personal characteristics coupled with knowledge and skills 

led her toward cultural responsiveness. This finding implies that identifying 

preservice teachers’ personal characteristics early in their teacher preparation 

programs could help teacher educators challenge deficit thinking about students of 

diverse backgrounds and urban teaching. Equally important were the dispositions of 

the five participants regarding their willingness to student teach in an urban classroom 

with students of diverse backgrounds. Those more committed to teaching in urban 

classrooms before student teaching experienced more positive outcomes.  

I am not suggesting that teacher candidates be screened or excluded based on 

personal characteristics; however, it is important to recognize which preservice 

teachers, based on their dispositions, might be more likely to envision culturally 

responsive teaching if provided appropriate preparation. Business leaders have long 

relied on personality profiles, not to disqualify employees but to better understand the 

strengths and compatibility of each member of the team. Similar applications might 
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prove useful in teacher preparation. For example, the Personal Profiles created by the 

DISC system27 identify personal styles including working, learning, and social styles. 

One section assesses knowledge, understanding, and acceptance of diversity.  

The personal characteristics and styles of the cooperating teachers played an 

important role in the student teachers’ development as well. Knowing the personal 

profiles of student teachers and cooperating teachers could identify the possible 

combinations of individuals who are compatible and productive, compatible but not 

productive, and those whose styles cause tensions, either productive or unproductive. 

A tool such as DISC would help to match student teachers with cooperating teachers 

who would provide the most productive context for a particular student teacher’s 

learning.  

Culturally Responsive Teaching 

The color-blind theme emerged for most of the participants as a way of 

dealing with diversity. The student teachers either stated that “differences are not a 

big deal” or that they “teach everyone the same as I would any child.” With little 

previous exposure to individuals of different cultural backgrounds, it may have been 

difficult for the student teachers to imagine how culture could affect one’s 

understanding of other people. Suzy, like the other participants, demonstrated a 

limited understanding of her role as a teacher in making the issues of culture valuable 

in the classroom. Although she learned in her coursework that home culture was 

important, she allowed her concept of “difference as not important” to reestablish 

itself. Her first graders did not talk about their cultures, their regular teacher did not 

                                                 
27 DISC Classic Version 9.0 (2001) is published by Inscape Publishing, Inc. More information may be 
found at www.onlinedisc.com  
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encourage it, and their student teacher did not embrace it. Teacher educators need to 

create cultural contexts for preservice teachers, such as cross-cultural simulations, 

cultural immersion trips, and experiencing being in the minority to help them develop 

empathy for their students of diverse backgrounds (McAllister & Irvine, 2000). 

Valli (1995) found that some student teachers in cross-cultural settings who 

began with a color-blind view of students abandoned that view as they gained 

confidence and skill in the classroom. Through seminar discussions, the student 

teachers in Valli’s study were challenged to reevaluate their responsiveness to their 

diverse classrooms and changed their practice as a result. The participants of this 

dissertation study experienced few challenges to their thinking about diversity, given 

the little emphasis of cultural responsiveness among the cooperating teachers and 

university supervisors. More opportunities to learn strategies in context might have 

helped them become more culturally responsive.  

The culturally responsive beginnings, such as observed in Sylvia and to a 

more limited extent in Sarah, need to be identified and encouraged not only in 

Reading courses in teacher education programs but also by cooperating teachers of 

children of diverse backgrounds. Workshops and training sessions for cooperating 

teachers either on the university campus or in the schools could function as 

professional development for the cooperating teachers as well as encouraging 

culturally responsive strategies for the student teachers. Teacher educators need to 

encourage the use of these culturally responsive strategies with preservice teachers as 

carefully as they encourage addressing students’ individual needs. For teachers to 

learn cultural responsiveness, teacher educators must teach these ideals systematically 
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and assist preservice teachers in envisioning them as part of their own instructional 

practice.  

This study also suggests the need for more focus on preservice teachers’ own 

cultures, interaction in communities different from their own, and opportunities to 

discuss and evaluate their understandings of community cultures. To support 

preservice teachers in thinking of themselves as cultural beings and to assist teacher 

educators in better understanding and adapting their teaching based on the needs of 

their teacher candidates, Allen and Hermann-Wilmarth (2004) suggested that teacher 

education classrooms function as cultural construction zones. In the field of reading 

teacher education, Hoffman and Pearson (2000) reported that requiring teachers to 

learn more about the cultures of their students and school communities in active ways 

resulted in more culturally responsive pedagogy. Community experiences may lead to 

understandings of a variety of cultural practices and strengths not evident to the 

preservice teacher in classroom interactions (Ladson-Billings, 2000). Preservice 

teachers could be challenged to critically examine how they view their own and 

others’ cultures in relation to privilege and oppression, which could encourage their 

attention to developing their students’ critical consciousness (Ladson-Billings, 2001). 

A culturally responsive (or relevant) teacher supports her students in gaining 

power over their own lives. One step to gaining that power is to critically assess the 

school curriculum, the decisions made on their behalf, and the institutions of society 

that maintain an inequitable balance of power. Culturally responsive teachers should 

be agents of change (Villegas & Lucas, 2002a) helping their students of diverse 

backgrounds become social critics able to make decisions that promote social justice 
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(Gay, 2000). For the participants of this study and other preservice teachers like them, 

being an agent of change begins with oneself. The first steps in becoming culturally 

responsive, as Sylvia demonstrated, are to become self-aware and to engage in 

dialogues about cultural diversity (Gay, 2000). Then with a knowledge base about 

cultural diversity in education, a teacher is better prepared to become an agent of 

change. 

Finding cooperating teachers who are able to help student teachers develop as 

culturally responsive reading teachers remains a challenge because of the limited 

number of culturally responsive teachers in practice and the importance of having 

appropriate role models in the classroom. In many universities, simply finding 

enough classrooms for student teacher placements requires casting a wide net, 

resulting in some less-than-optimum placements. Student teachers need mentor 

teachers in classrooms that will support acquisition of culturally responsive 

pedagogy. In this study, Sylvia’s cooperating teacher demonstrated some modeling of 

cultural responsiveness. The challenge is to identify other teachers who would be 

good mentors in urban classrooms with students of diverse backgrounds. The findings 

of this study emphasize the need to appropriately pair student teachers with 

cooperating teachers whose characteristics and dispositions complement the 

development of the student teacher, as in the case of Sylvia.  A more rigorous 

matching scheme is needed to improve the compatibility between student teachers 

and cooperating teachers such as described in the previous section.   

The challenge is multi-faceted. First, teacher education programs must change 

curriculum to emphasize cultural responsiveness (Lazar, 2004). This change requires 
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critical assessment by teacher educators individually and by the teacher education 

program as a whole to insure a coherent program that not only includes diversity in its 

mission statement but also infuses curriculum integrating cultural responsiveness into 

every course and field experience. As suggested by McDonald (2005) the curriculum 

must include opportunities for preservice teachers to acquire both the conceptual 

framework and the practical strategies for working effectively with students of 

diverse backgrounds. 

Second, teacher educators should improve their partnerships with classroom 

teachers by providing more professional development for prospective cooperating 

teachers (Smaller, 2007) and work collaboratively with the schools and teachers to 

learn from culturally responsive practitioners (Villegas & Lucas, 2002a). Over a 

number of years, a teacher education program concerned with preparing culturally 

responsive teachers can tap their own previous graduates to provide early field 

experiences and then accept student teachers. The key is to continue relationships 

with graduates through their induction years and establish their commitment to 

assisting in the preparation of new teachers for cultural responsiveness. 

Finally, research suggests that one semester is unlikely to change attitudes, 

and during one semester of student teaching, these five student teachers moved very 

little toward cultural responsiveness. In addition to a curricular change, the timeframe 

for classroom experience with students of diverse backgrounds should increase to 

allow for more development over time. One-year internships in classrooms with 

students of diverse backgrounds would allow for more opportunities to experience the 
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intersections of vision, practice, and context and the learning that accompanies those 

intersections. 

Implications for Research 

This dissertation study extends research on preservice teacher vision of 

culturally responsive reading instruction (Turner, 2006) by exploring the intersections 

of vision, practice, and context in student teaching. The data were collected during 

one semester of student teaching. In order to better understand how vision develops 

and changes with practice in the context of teaching students of diverse backgrounds, 

research, beginning early in teacher preparation programs and continuing through the 

first years of teaching is needed. By following preservice teachers through their years 

of teacher preparation, student teaching, and then into their first teaching positions, 

researchers would gain understanding of the possible trajectories of vision and 

practice in particular contexts. Talking with new teachers about their conceptions of 

teaching students of diverse backgrounds at different points in time would allow 

researchers to learn when, how, and under what conditions understandings about 

teaching students of diverse backgrounds change. 

More exploration is also needed of what allows student teachers like Sylvia to 

grow toward culturally responsive teaching in contrast to Joseph, who resisted 

changing his vision and practice. Hammerness (2006) talked about the “dark side” of 

vision, which might be exclusionary or based on cultural bias. What accounts for the 

positive/negative dimension of vision? What makes one student teacher’s vision 

dynamic and productive while another’s remains static and discouraging? What role 

do the student teachers’ personal characteristics play?  
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 The student teachers’ personal characteristics emerged from the data as an 

important influence. My first research question focused on what sources contributed 

to the student teachers’ visions, and I found that personal characteristics seemed to 

influence how the student teachers thought about teaching and students. The issue of 

how personal characteristics influenced the intersections of vision, practice, and 

context is a topic for further research. Characteristics of adaptability, personal 

reflection, and optimism seemed to make a difference in the success of the student 

teaching experience. Different combinations of these characteristics might have 

contributed to how intersections of vision, practice, and context were perceived and 

managed; however, more research is needed to explore how these and other 

characteristics influence vision and practice and how to support preservice teachers in 

developing those characteristics that seem to lead to more positive student teaching 

experiences.  

 Another area for additional research is the assessment of student teachers’ 

cultural responsiveness. My checklist of Culturally Responsive Indicators and 

Strategies began as an observation checklist to stimulate my thinking about cultural 

responsiveness as I observed the student teachers. Learning the perceptions of the 

student teachers, cooperating teachers and university supervisors using the same 

checklist was valuable; however, more research is needed to extend the usefulness of 

the checklist as an evaluative instrument. Using alternate wording might focus each 

item more and reduce the inference required to interpret the meaning of each strategy 

statement. Meeting with the cooperating teachers and university supervisors to 

discuss culturally responsive reading instruction and to train them on the use of the 
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checklist before they evaluate their student teachers on the strategies would contribute 

to alignment among the evaluators. 

Adding a qualitative component could help the researcher understand motives 

and intentions. For example, probing in an interview or conversation why particular 

responses were given or developing related open-ended questions, would help 

articulate the respondent’s reasoning. Such an instrument could assist teacher 

educators in scaffolding the development of culturally responsive strategies in 

preservice teachers as well as provide preservice teachers a self-evaluation tool for 

reflection and discussion. 

 A sociocultural perspective provided the foundation for this dissertation and 

allowed for the unit of analysis to include the student teacher within the context of 

student teaching. The graphic display of the intersections of vision, practice, and 

context (see Chapters One and Five) provided a visual representation of the 

intersection of vision, practice, and context in teaching reading to students of diverse 

backgrounds. The graphic showed the possibility of one of the three elements of 

vision, practice and context being dominant for a particular student teacher. Further 

research could strengthen the understanding of the relationship among the three 

elements. Under what circumstances is one element dominant, and is the dominance 

of one over the others more conducive to culturally responsive teaching? I have 

theorized in this dissertation that culturally responsive teaching lies in intersections in 

which context is dominant with a large overlap of vision and practice with context, 

but more research is needed to test this assertion. The data also suggested that vision, 

practice, and context could have a more positive or more negative dimension 
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resulting in different outcomes for the student teacher and that change across time 

should be considered. The positive/negative dimension and change across time are 

added dimensions that are not displayed on the current graphic representation of 

intersections and need to be conceptualized further. 

 

Final Comments 

 In August, 2007, three of the study participants, Suzy, Sarah, and Sylvia were 

hired by the urban district in which they student taught. Suzy is teaching a second 

grade class. Sarah, in the same school as Suzy, is teaching third grade. Sylvia teaches 

fourth grade in a different school. They have each put into practice many aspects of 

the visions they discussed with me during student teaching. 

As part of the university teacher preparation program, urban teachers are 

invited as panelists to discuss urban teaching with preservice teachers before their 

urban field placements. This semester, Suzy, Sarah, and Sylvia took part in the urban 

educator panel. I had the opportunity to speak with them before the event and then 

hear their presentations and how they fielded questions from the audience. I was 

struck by how only six-weeks into their first full-time teaching position, they were 

able to articulate their classroom responses to many of the issues that loomed so large 

in student teaching. They recognize they are still learning to teach and admit to the 

challenges they face each day, but each one expressed a renewed vision of teaching 

students of diverse backgrounds. 

Sarah reminded the preservice teachers to pay attention both to activating 

students’ prior knowledge and to building relationships between what they know and 
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what you want to teach them. Suzy talked about not assuming that parents do not care 

about their children’s education just because they are not visible at school. She told 

the audience about her students’ home languages and how to find resource people in 

the school and in the community to help with communication. Sylvia has worked hard 

to meet almost every parent of her students. She has invited her own grandparents 

into her class to read as a first step in bringing students’ families into the classroom. It 

is possible that these ideas emerged from their reflections on their learning in student 

teaching. It is also possible that our conversations and interviews about their 

intersections of vision, practice, and context underscored for them the importance of 

taking students’ home cultures and families into account. These beginnings provide 

the promise and possibility of developing culturally responsive teachers from among 

preservice teachers who began with little cross-cultural experience or knowledge of 

what it means to teach reading in culturally responsive ways. 
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Appendix A: Culturally Responsive Indicators and Strategies 

 

Culturally Responsive Indicators and Strategies 
Indicator Strategies 

1. High 
regard for 
student and 
family 
competence 

a. Intentionally teaches societal contributions of 
diverse individuals 
b. Invites parents to share expertise with class 
c. Contacts and communicates with parents as 
partners in student learning 
d. Incorporates funds of knowledge from home to 
build literacy at school 
e. Seeks out and uses community resources 
f. Uses home literacy practices as a bridge to 
classroom literacy activities 
 

2. 
Recognizes 
literacy 
demands of 
community 
(different 
from 
school) 
 

a. Identifies home literacy practices  
b. Validates home literacy practice 
c. Uses home literacy practices as a bridge to 
classroom practices 
d. Provides authentic literacy experiences based on 
students’ community context 
 

3. Engages 
students in 
higher level 
thinking 
with text 
 
 

a. Encourages students to predict before reading 
b. Encourages students to draw inferences during 
and after reading 
c. Allows for creative responses to text 
d. Provides high level engagement with text for all 
students 

 
4. Modifies 
content for 
relevance to 
students’ 
lives 
 

a. Uses multicultural literature 
b. Intentionally chooses texts and other materials to 
reflect students’ cultures 
c. Allows students to choose from a variety of texts 
d. Allows students to choose responses to literature 
that are personally relevant 
e. Activates students’ prior knowledge to connect 
with concepts being taught  

 
5. 
Structures 

a. Determines students’ learning styles and uses 
them to inform lesson planning 
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participatio
n in a 
variety of 
ways 
 
 

b. Uses knowledge of culturally-based learning 
preferences to plan lessons 
c. Scaffolds student “ownership” of literacy 
d. Delegates authority to student groups while 
holding them accountable 
e. Provides opportunities for interaction among 
students 
f. Provides access to abstract concepts in multiple 
ways 

6. Values 
home 
culture/lang
uage 

a. Validates students’ home language, dialect or way 
of speaking 
b. Uses students’ home language as bridge to 
learning standard English 
c. Promotes bi-literacy 

 
7. Social 
justice-
fosters 
equality of 
educational 
outcomes 

a. Allows equitable time to all reading groups 
b. Provides consistent rigor in expectations for all 
reading groups and individuals 
c. Provides authentic reading and writing 
experiences 
d. Systematically teaches reading, writing and 
language skills to all children  
e. Makes all instructional tools available to all 
students, regardless of reading     level 
f. Makes all grade-appropriate content and concept-
building available to all students regardless of 
reading level 
g. Assesses students based on both group and 
individual work.  

 

 

 

 

 

 
 



280  
 

Appendix B: Coding Categories – Intersections 

 
Intersections 
 Classroom Management 
  Structure – positive/negative 
  Organization 

Routines 
  Parents  
  Behavior management 
  Expectations of students 
  Co-op’s style 
  Connection between CM and instruction 
   
 Balanced Literacy Instruction 
  Time 
  Application of teacher education learning 
  District requirements 

Students’ needs 
  Students’ prior knowledge 
  Thematic units 
  Reading not easy to teach 
  Cooperating teacher 
  Parent role 
  Action orientation – or not 
  Aspects of instruction 
  Script vs. creativity 
 
 Culture 
  Deficit view 

Obstacles 
Concern over discussing racial issues 

  English language learners 
  Expectations of parents 
  Expectations of urban students 
  In curriculum 
  Culture as irrelevant 

Unrealistic expectations of knowledge 
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Appendix C: Data Summary – Indicators and Strategies of Culturally                        

Responsive Reading Instruction 

 
Use by Participants Reported by Student Teacher, Cooperating Teacher, University Supervisor, and 

Researcher 
S = sometimes observed; C = consistently observed 

Participant:  HUNTER 

 
Au (2006) Au (2000);  Gay (2000) 

Indicator Classroom Strategies Hunter Co-op Supervisor Researcher 
1. High 
regard for 
student & 
family 
competence 
 
 
 
 
 
 
 
 
 
 
 
 

a. Intentionally teaches societal 
contributions of diverse individuals 
 

b. Invites parents to share expertise with 
class 
 

c. Contacts and communicates with 
parents as partners in student learning 
 

d. Incorporates students’ funds of 
knowledge from home to build literacy at 
school 
 

e. Seeks out and uses community 
resources 
 

f. Uses home literacy practices as a bridge 
to classroom literacy activities 

 
 
 
 
 
 
 
 
 
 

S 

S 
 
 
 
 
 

S 
 
 
 

S 
 
 
 
 
 
 

 
 
 
 
 
 
 
 
 
 

S 

 

2. 
Recognizes 
literacy 
demands of 
community 
(different 
from school) 

a. Identifies home literacy practices  
 

b. Validates home literacy practices 
 

c. Uses home literacy practices as a 
bridge to classroom practices 
 

d. Provides authentic literacy experiences 
based on students’ community context  

C 
 

C 

S 
 

S 
 

S 
 
 

S 
 

  

3. Engages 
students in 
higher level 
thinking with 
text 

a. Encourages students to predict before 
reading 
 

b. Encourages students to draw inferences 
during and after reading 
c. Allows for creative responses to text 
 

d. Provides high level engagement with 
text for all students 

S 
 
 

S 
 

C 
 
 

C 

C 
 
 

S 
 

S 
 
 

S 

S 
 
 

S 
 

S 
 
 

S 

C 
 
 

C 

4. Modifies 
content for 
relevance to 
students’ 
lives 

a. Uses multicultural literature 
 

b. Intentionally chooses texts and other 
materials to reflect students’ cultures 
 

c. Allows students to choose from a 
variety of texts 
 

d. Allows students to choose responses to 
literature that are personally relevant 
 

 
 
 
 
 

S 
 
 

S 
 

S 
 
 
 
 

S 
 
 

S 
 

 
 
 
 
 

S 
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e. Activates students’ prior knowledge to 
connect with concepts being taught  

C C S C 

5. Structures 
participation 
in a variety 
of ways 

a. Determines students’ learning styles 
and uses them to inform lesson planning 
 

b. Uses knowledge of culturally-based 
learning preferences to plan lessons 
 

c. Scaffolds student “ownership” of 
literacy 
 

d. Delegates authority to student groups 
while holding them accountable 
 

e. Provides opportunities for interaction 
among students 
 

f. Provides access to abstract concepts in 
multiple ways 

S 
 
 
 
 
 

S 
 
 

S 
 
 

C 
 

S 

S 
 
 

S 
 
 

C 
 
 

C 
 
 

C 
 

C 

 
 
 
 
 
 
 
 
 

S 
 
 

S 

 
 
 
 
 
 
 
 
 
 
 
 

S 

6. Values 
home 
culture/langu
age 

a. Validates students’ home language, 
dialect or way of speaking 
 

b. Uses students’ home language as 
bridge to learning standard English 
 

c. Promotes bi-literacy  

C 
 
 
 
 

S   

7. Social 
justice-
fosters 
equality of 
educational 
outcomes 

a. Allows equitable time to all reading 
groups 
 

b. Provides consistent rigor in 
expectations for all reading groups and 
individuals 
 

c. Provides authentic reading and writing 
experiences 
 

d. Systematically teaches reading, writing 
and language skills to all children  
 

e. Makes all instructional tools available 
to all students, regardless of reading level 
 

f. Makes all grade-appropriate content 
and concept-building available to all 
students regardless of reading level 
g. Assesses students based on both group 
and individual work  

S 
 
 

S 
 
 
 
 
 
 

S 
 
 

S 
 

C 
 
 

C 

S 
 
 

S 
 
 
 

C 
 
 

C 
 
 

C 
 

C 
 
 

C 

S 
 
 

S 
 
 
 

S 
 
 

S 
 
 

S 
 

S 
 
 

S 

 
 
 
 
 
 
 
 
 
 
 
 
 

C 
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Participant:  SYLVIA 

Indicator Classroom Strategies Sylvia Co-op Supervisor Researcher 
1. High regard 
for student & 
family 
competence 
 
 
 
 
 
 
 
 
 
 
 
 

a. Intentionally teaches societal 
contributions of diverse individuals 
 

b. Invites parents to share expertise 
with class 
 

c. Contacts and communicates with 
parents as partners in student 
learning 
 

d. Incorporates students’ funds of 
knowledge from home to build 
literacy at school 
 

e. Seeks out and uses community 
resources 
 

f. Uses home literacy practices as a 
bridge to classroom literacy 
activities 

S 
 
 
 
 
 

C 
 
 
 
 
 
 

S 
 
 
 
 

S 
 
 
 
 
 
 
 
 
 

S 
 
 

  

2. Recognizes 
literacy 
demands of 
community 
(different from 
school) 

a. Identifies home literacy practices  
 

b. Validates home literacy practices 
 

c. Uses home literacy practices as a 
bridge to classroom practices 
 

d. Provides authentic literacy 
experiences based on students’ 
community context   

S 
 

S 
 

S 
 
 

C 

 
 
 
 
 
 
 

S 

  

3. Engages 
students in 
higher level 
thinking with 
text 

a. Encourages students to predict 
before reading 
 

b. Encourages students to draw 
inferences during and after reading 
c. Allows for creative responses to 
text 
 

d. Provides high level engagement 
with text for all students 

C 
 
 

C 
 

C 
 
 

S 

C 
 
 

C 
 

C 
 
 

C 

S 
 
 

S 
 

S 
 
 

S 

C 
 
 

C 
 
 
 
 

C 

4. Modifies 
content for 
relevance to 
students’ lives 

a. Uses multicultural literature 
 

b. Intentionally chooses texts and 
other materials to reflect students’ 
cultures 
 

c. Allows students to choose from a 
variety of texts 
 

d. Allows students to choose 
responses to literature that are 
personally relevant 
 
 
 
 

e. Activates students’ prior 

S 
 

S 
 
 
 

C 
 
 

C 
 
 
 
 
 

S 

S 
 

S 
 
 
 

C 
 
 

S 
 
 
 
 
 

C 

 
 
 
 
 
 

S 
 
 

S 
 
 
 
 
 

S 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

C 
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knowledge to connect with 
concepts being taught   

5. Structures 
participation 
in a variety of 
ways 

a. Determines students’ learning 
styles and uses them to inform 
lesson planning 
 

b. Uses knowledge of culturally-
based learning preferences to plan 
lessons 
 

c. Scaffolds student “ownership” of 
literacy 
 

d. Delegates authority to student 
groups while holding them 
accountable 
 

e. Provides opportunities for 
interaction among students 
 

f. Provides access to abstract 
concepts in multiple ways 

C 
 
 
 

S 
 
 
 

C 
 
 

C 
 
 

C 
 
 

S 

C 
 
 
 
 
 
 
 

C 
 
 

C 
 
 

C 
 
 

C 
 

S 
 
 
 
 
 
 
 

S 
 
 

S 
 
 

S 
 
 

S 

C 
 
 
 
 
 
 
 

C 

6. Values 
home culture 
/language 

a. Validates students’ home 
language, dialect or way of 
speaking 
 

b. Uses students’ home language as 
bridge to learning standard English 
 

c. Promotes bi-literacy  

C 
 
 
 

C 
 

S 

  S 

7. Social 
justice-fosters 
equality of 
educational 
outcomes 

a. Allows equitable time to all 
reading groups 
 

b. Provides consistent rigor in 
expectations for all reading groups 
and individuals 
 

c. Provides authentic reading and 
writing experiences 
 

d. Systematically teaches reading, 
writing and language skills to all 
children  
 

e. Makes all instructional tools 
available to all students, regardless 
of reading level 
 

f. Makes all grade-appropriate 
content and concept-building 
available to all students regardless 
of reading level 
 

g. Assesses students based on both 
group and individual work  

C 
 
 

C 
 
 
 

C 
 
 
 
 
 
 

S 
 
 
 

C 
 
 
 

S 

C 
 
 

C 
 
 
 

C 
 
 

C 
 
 
 

C 
 
 
 

C 
 
 
 

C 

S 
 
 

S 
 
 
 

S 
 
 

S 
 
 
 

S 
 
 
 

S 
 
 
 

S 

C 
 
 

C 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

C 
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Participant:  SUZY 

Indicator Classroom Strategies Suzy Co-op Supervisor Researcher 
1. High regard 
for student & 
family 
competence 
 
 
 
 
 
 
 
 
 
 
 
 

a. Intentionally teaches societal 
contributions of diverse individuals 
 

b. Invites parents to share expertise 
with class 
 

c. Contacts and communicates with 
parents as partners in student 
learning 
 

d. Incorporates students’ funds of 
knowledge from home to build 
literacy at school 
 

e. Seeks out and uses community 
resources 
 

f. Uses home literacy practices as a 
bridge to classroom literacy 
activities 

 
 
 
 
 
 
 
 
 
 

C 
 
 

C 
 
 

S 

 
 
 
 
 

NO 
DATA 

  

2. Recognizes 
literacy 
demands of 
community 
(different from 
school) 

a. Identifies home literacy practices  
 

b. Validates home literacy practices 
 

c. Uses home literacy practices as a 
bridge to classroom practices 
 

d. Provides authentic literacy 
experiences based on students’ 
community context   

S 
 

S 
 

S 

 
 
 

NO 
DATA 

  

3. Engages 
students in 
higher level 
thinking with 
text 

a. Encourages students to predict 
before reading 
 

b. Encourages students to draw 
inferences during and after reading 
c. Allows for creative responses to 
text 
 

d. Provides high level engagement 
with text for all students 

C 
 
 

C 
 

S 
 
 

S 

 
 
 

NO 
DATA 

S 
 
 

S 
 

S 
 
 

S 

 
 
 

C 

4. Modifies 
content for 
relevance to 
students’ lives 

a. Uses multicultural literature 
 

b. Intentionally chooses texts and 
other materials to reflect students’ 
cultures 
 

c. Allows students to choose from a 
variety of texts 
 

d. Allows students to choose 
responses to literature that are 
personally relevant 
 

e. Activates students’ prior 
knowledge to connect with 
concepts being taught   

S 
 
 
 
 
 

C 
 
 

S 
 
 

C 

 
 
 

NO 
DATA 

 
 
 
 
 
 

S 
 
 

S 
 
 

S 

 
 
 
 
 
 
 
 
 
 
 
 

S 

5. Structures a. Determines students’ learning S  S  
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participation 
in a variety of 
ways 

styles and uses them to inform 
lesson planning 
 

b. Uses knowledge of culturally-
based learning preferences to plan 
lessons 
 

c. Scaffolds student “ownership” of 
literacy 
 

d. Delegates authority to student 
groups while holding them 
accountable 
 

e. Provides opportunities for 
interaction among students 
 

f. Provides access to abstract 
concepts in multiple ways 

 
 
 
 
 
 
 
 
 
 

S 
 
 

C 
 
 

C 

 
 
 

NO 
DATA 

 
 
 
 
 
 
 

S 
 
 

S 
 
 

S 
 
 

S 

 
 
 
 
 
 
 
 
 
 
 
 
 

C 

6. Values 
home culture 
/language 

a. Validates students’ home 
language, dialect or way of 
speaking 
 

b. Uses students’ home language as 
bridge to learning standard English 
 

c. Promotes bi-literacy  

S 
 
 
 

S 
 
 

 
 

NO 
DATA 

  

7. Social 
justice-fosters 
equality of 
educational 
outcomes 

a. Allows equitable time to all 
reading groups 
 

b. Provides consistent rigor in 
expectations for all reading groups 
and individuals 
 

c. Provides authentic reading and 
writing experiences 
 

d. Systematically teaches reading, 
writing and language skills to all 
children  
 

e. Makes all instructional tools 
available to all students, regardless 
of reading level 
 

f. Makes all grade-appropriate 
content and concept-building 
available to all students regardless 
of reading level 
 

g. Assesses students based on both 
group and individual work  

 
 
 

S 
 
 
 

C 
 
 

C 
 
 

C 
 
 
 

C 
 
 
 
 

S 

 
 
 

NO 
DATA 

S 
 
 

S 
 
 
 

S 
 
 

S 
 
 

S 
 
 
 

S 
 
 
 
 

S 
 

 
 
 
 
 
 
 

S 
 
 

S 
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Participant:  SARAH 

Indicator Classroom Strategies Sarah Co-op Supervisor Researcher 
1. High regard 
for student & 
family 
competence 
 
 
 
 
 
 
 
 
 
 
 
 

a. Intentionally teaches societal 
contributions of diverse individuals 
 

b. Invites parents to share expertise 
with class 
 

c. Contacts and communicates with 
parents as partners in student 
learning 
 

d. Incorporates students’ funds of 
knowledge from home to build 
literacy at school 
 

e. Seeks out and uses community 
resources 
 

f. Uses home literacy practices as a 
bridge to classroom literacy 
activities 

 
 
 

S 
 
 

S 
 
 
 

S 
 
 

S 
 
 

S 

C 
 
 
 
 
 

S 
 
 
 

S 
 
 

C 
 
 

S 

 
 
 
 
 
 
 
 
 
 
 
 
 

S 

 
 
 
 
 
 

S 
 
 
 

S 
 
 

S 

2. Recognizes 
literacy 
demands of 
community 
(different from 
school) 

a. Identifies home literacy practices  
 

b. Validates home literacy practices 
 

c. Uses home literacy practices as a 
bridge to classroom practices 
 

d. Provides authentic literacy 
experiences based on students’ 
community context   

S 
 
 
 

S 
 
 

S 

S 
 

S 
 

S 
 
 

C 
 

  

3. Engages 
students in 
higher level 
thinking with 
text 

a. Encourages students to predict 
before reading 
 

b. Encourages students to draw 
inferences during and after reading 
c. Allows for creative responses to 
text 
 

d. Provides high level engagement 
with text for all students 

C 
 
 

C 
 

C 
 
 

S 
 

C 
 
 

C 
 

C 
 
 

C 

S 
 
 

S 
 

S 
 
 

S 

S 
 
 

C 

4. Modifies 
content for 
relevance to 
students’ lives 

a. Uses multicultural literature 
 

b. Intentionally chooses texts and 
other materials to reflect students’ 
cultures 
 

c. Allows students to choose from a 
variety of texts 
 

d. Allows students to choose 
responses to literature that are 
personally relevant 
 

e. Activates students’ prior 
knowledge to connect with 
concepts being taught   

S 
 

C 
 
 
 

S 
 
 

S 
 
 

C 

C 
 

C 
 
 
 

C 
 
 

C 
 
 

C 

S 
 

S 
 
 
 

S 
 
 

S 
 
 

S 

S 
 
 
 
 
 
 
 
 
 
 
 

S 
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5. Structures 
participation 
in a variety of 
ways 

a. Determines students’ learning 
styles and uses them to inform 
lesson planning 
 

b. Uses knowledge of culturally-
based learning preferences to plan 
lessons 
 

c. Scaffolds student “ownership” of 
literacy 
 

d. Delegates authority to student 
groups while holding them 
accountable 
 

e. Provides opportunities for 
interaction among students 
 

f. Provides access to abstract 
concepts in multiple ways 

S 
 
 
 

S 
 
 
 

C 
 
 

S 
 
 

C 
 
 

S 
 

C 
 
 
 

S 
 
 
 

S 
 
 

S 
 
 

C 
 
 

S 

S 
 
 
 
 
 
 
 

S 
 
 

S 
 
 

S 
 
 

S 

 
 
 
 
 
 
 
 

S 
 
 

S 
 
 
 
 
 

S 

6. Values 
home 
culture/langua
ge 

a. Validates students’ home 
language, dialect or way of 
speaking 
 

b. Uses students’ home language as 
bridge to learning standard English 
 

c. Promotes bi-literacy  

C 
 
 
 

S 
 
 

C 

C 
 
 
 

S 

 S 

7. Social 
justice-fosters 
equality of 
educational 
outcomes 

a. Allows equitable time to all 
reading groups 
 

b. Provides consistent rigor in 
expectations for all reading groups 
and individuals 
 

c. Provides authentic reading and 
writing experiences 
 

d. Systematically teaches reading, 
writing and language skills to all 
children  
 

e. Makes all instructional tools 
available to all students, regardless 
of reading level 
 

f. Makes all grade-appropriate 
content and concept-building 
available to all students regardless 
of reading level 
 

g. Assesses students based on both 
group and individual work  

S 
 
 

S 
 
 
 

C 
 
 

S 
 
 

C 
 
 
 

C 
 
 
 
 

S 

C 
 
 

S 
 
 
 

C 
 
 

C 
 
 

C 
 
 
 

C 
 
 
 
 

C 

S 
 
 

S 
 
 
 

S 
 
 

S 
 
 

S 
 
 
 

S 

 
 
 

S 
 
 
 

S 
 
 

S 
 
 

S 
 
 
 

C 
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Participant:  JOSEPH (SECOND PLACEMENT) 

Indicator Classroom Strategies Joseph Co-op Supervisor Researcher 
1. High regard 
for student & 
family 
competence 
 
 
 
 
 
 
 
 
 
 
 
 

a. Intentionally teaches societal 
contributions of diverse individuals 
 

b. Invites parents to share expertise 
with class 
 

c. Contacts and communicates with 
parents as partners in student 
learning 
 

d. Incorporates students’ funds of 
knowledge from home to build 
literacy at school 
 

e. Seeks out and uses community 
resources 
 

f. Uses home literacy practices as a 
bridge to classroom literacy 
activities 

S 
 
 
 
 
 
 
 
 
 

S 
 
 
 
 
 

S 
 
 

 
 
 
 
 
 

C 
 
 
 

S 
 
 
 
 
 

S 

S 
 
 
 
 
 

S 
 
 
 
 
 
 
 
 
 

S 

 

2. Recognizes 
literacy 
demands of 
community 
(different from 
school) 

a. Identifies home literacy practices  
 

b. Validates home literacy practices 
 

c. Uses home literacy practices as a 
bridge to classroom practices 
 

d. Provides authentic literacy 
experiences based on students’ 
community context   

C 
 

C 
 

C 
 
 

S 

S 
 

S 
 

S 
 
 

S 

  
 
 
 
 

3. Engages 
students in 
higher level 
thinking with 
text 

a. Encourages students to predict 
before reading 
 

b. Encourages students to draw 
inferences during and after reading 
c. Allows for creative responses to 
text 
d. Provides high level engagement 
with text for all students 

S 
 
 

C 
 

S 
 

S 

C 
 
 

C 
 

C 
 

C 

S 
 
 

S 
 
 
 

S 

S 
 
 

C 

4. Modifies 
content for 
relevance to 
students’ lives 

a. Uses multicultural literature 
 

b. Intentionally chooses texts and 
other materials to reflect students’ 
cultures 
 

c. Allows students to choose from a 
variety of texts 
 

d. Allows students to choose 
responses to literature that are 
personally relevant 
 

e. Activates students’ prior 
knowledge to connect with 
concepts being taught   

 
 
 
 
 
 

C 
 
 

S 
 
 
 

C 

S 
 

C 
 
 
 

C 
 
 

C 
 
 
 

C 

 
 
 
 
 
 

S 
 
 
 
 
 
 

S 

 
 
 
 
 
 
 
 
 
 
 
 
 

S 

5. Structures a. Determines students’ learning S C S  
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participation 
in a variety of 
ways 

styles and uses them to inform 
lesson planning 
 

b. Uses knowledge of culturally-
based learning preferences to plan 
lessons 
 

c. Scaffolds student “ownership” of 
literacy 
 

d. Delegates authority to student 
groups while holding them 
accountable 
 

e. Provides opportunities for 
interaction among students 
 

f. Provides access to abstract 
concepts in multiple ways 

 
 
 

S 
 
 
 

S 
 
 

C 
 
 
 

C 
 

S 

 
 
 

S 
 
 
 

C 
 
 

C 
 
 
 

C 
 

C 

 
 
 
 
 
 
 
 
 
 

S 
 
 
 

C 
 

S 

 
 
 
 
 
 
 
 
 
 
 
 
 
 

S 

6. Values 
home 
culture/langua
ge 

a. Validates students’ home 
language, dialect or way of 
speaking 
 

b. Uses students’ home language as 
bridge to learning standard English 
 

c. Promotes bi-literacy  

 
 
 
 

S 
 

S 

S   

7. Social 
justice-fosters 
equality of 
educational 
outcomes 

a. Allows equitable time to all 
reading groups 
 

b. Provides consistent rigor in 
expectations for all reading groups 
and individuals 
 

c. Provides authentic reading and 
writing experiences 
 

d. Systematically teaches reading, 
writing and language skills to all 
children  
 

e. Makes all instructional tools 
available to all students, regardless 
of reading level 
 

f. Makes all grade-appropriate 
content and concept-building 
available to all students regardless 
of reading level 
 

g. Assesses students based on both 
group and individual work  

S 
 
 

S 
 
 
 

S 
 
 

S 
 
 

C 
 
 
 

C 
 
 
 
 

C 

S 
 
 

C 
 
 
 

S 
 
 

C 
 
 

C 
 
 
 

C 
 
 
 
 

C 

S 
 
 
 
 
 
 
 
 
 

S 
 
 
 
 
 
 

S 

S 
 
 
 
 
 
 

S 
 
 
 
 
 
 
 
 
 

S 

 



291  
 

References 

 
Adler, S. (1984). A field study of selected student teacher perspectives toward social 

studies. Theory and Research in Social Education, 12(1), 13-30. 

Allen, J. B., & Hermann-Wilmarth, J. (2004). Cultural construction zones. Journal of 

Teacher Education, 55(3), 214-226. 

Anders, P. L., Hoffman, J. V., & Duffy, G. G. (2000). Teaching teachers to teach 

reading: Paradigm shifts, persistent problems, and challenges. In M. L. Kamil, 

P. B. Mosenthal, P. D. Pearson & R. Barr (Eds.), Handbook of reading 

research (Vol. III, pp. 719-742). Mahwah, NJ: Lawrence Erlbaum Associates. 

Au, K. (1980). Participation structures in a reading lesson with Hawaiian children: 

Analysis of a culturally appropriate instructional event. Anthropology & 

Education Quarterly, 11(2), 91-115. 

Au, K. (2000). A multicultural perspective on policies for improving literacy 

achievement: Equity and excellence. In M. L. Kamil, P. B. Mosenthal, P. D. 

Pearson & R. Barr (Eds.), Handbook of reading research (Vol. III, pp. 835-

851). Mahwah, NJ: Lawrence Erlbaum Associates. 

Au, K. (2006). Multicultural issues and literacy achievement. Mahwah, NJ: Lawrence 

Erlbaum Associates. 

Au, K., & Kawakami, A. J. (1994). Cultural congruence in instruction. In E. R. 

Hollins, J. E. King & W. C. Hayman (Eds.), Teaching diverse populations: 

Formulating a knowledge base (pp. 5-23). Albany, NY: State University of 

New York Press. 



292  
 

Au, K., & Raphael, T. E. (2000). Equity and literacy in the next millennium. Reading 

Research Quarterly, 35(1), 143-159. 

Bakari, R. (2003). Preservice teachers' attitudes toward teaching African American 

students: Contemporary research. Urban Education, 38(6), 640-654. 

Ball, D. L., & Cohen, D., K. (1999). Developing practice, developing practitioners: 

Toward a practice-based theory of professional education. In L. Darling-

Hammond & G. Sykes (Eds.), Teaching as the learning profession: Handbook 

of policy and practice (1st ed., pp. 3 - 32). San Francisco: Jossey Bass. 

Banks, J. A. (2004). Multicultural education: Historical development, dimensions, 

and practice. In J. A. Banks (Ed.), Handbook of research on multicultural 

education (2nd ed.). San Francisco: Jossey-Bass. 

Banks, J. A., Cochran-Smith, M., Moll, L. C., Richert, A., Zeichner, K. M., LePage, 

P., Darling-Hammond, L., Duffy, H., McDonald, M., (2005). Teaching 

diverse learners. In L. Darling-Hammond & J. Bransford (Eds.), Preparing 

teachers for a changing world: What teachers should learn and be able to do 

(pp. 232-274). San Francisco: Jossey-Bass. 

Barr, R., Watts-Taffe, & Yokota, J. (2000). Preparing teachers to teach literacy: 

Rethinking preservice literacy education. Journal of Literacy Research, 32(4), 

463-470. 

Barrera, R. B., & Jimenez, R. T. (2002). Bilingual teachers speak about the literacy 

instruction of bilingual Latino students. In B. M. Taylor & P. D. Pearson 

(Eds.), Teaching reading: Effective schools, accomplished teachers, (pp. 335-

357). Mahwah, NJ: Lawrence Erlbaum Associates. 



293  
 

Baumann, J. F., & Ivey, G. (1997). Delicate balances: Striving for curricular and 

instructional equilibrium in a second-grade, literature/strategy-based 

classroom. Reading Research Quarterly, 32(3), 244-275. 

Blanton, W. E., Shook, A., Hocutt, A., Medina, A., & Schumm, J. (2006). 

Professional development of reading teachers: Biography and context. In K. 

R. Howey, L. M. Post & N. L. Zimpher (Eds.), Recruiting, preparing, and 

retaining teachers for urban schools (pp. 101-123). Washington, D.C.: 

AACTE Publications. 

Bondy, E., Schmitz, S., & Johnson, M. (1993). The impact of coursework and 

fieldwork on student teachers' reported beliefs about teaching poor and 

minority students. Action in Teacher Education, 15(2), 55-62. 

Boyd, P. C., Boll, M., Brawner, L., & Villaume, S. K. (1998). Becoming reflective 

professionals: An exploration of preservice teachers' struggles as they 

translate language and literacy theory into practice. Action in Teacher 

Education, 19(4), 61-75. 

Brock, C. H., Moore, D. K., & Parks, L. (2007). Exploring pre-service teachers' 

literacy practices with children from diverse backgrounds: Implications for 

teacher educators. Teaching and Teacher Education, 23, 898-915. 

Brown, J., Collins, A., & Duguid, P. (1989). Situated cognition and the culture of 

learning. Educational Researcher, 18(1), 32 - 42. 

Bruckerhoff, C. E., & Carlson, J. L. (1995). Loneliness, fear and disrepute: The 

haphazard socialization of a student teacher. Journal of Curriculum Studies, 

24(4), 431-444. 



294  
 

Buchmann, M. (1989). The careful vision: How practical is contemplation in 

teaching? American Journal of Education, 98(1), 35-61. 

Byrnes, D. A., Kiger, G., & Manning, M. L. (1997). Teachers' attitudes about 

language diversity. Teaching and Teacher Education, 13(6), 637-644. 

Causey, V. E., Thomas, C. D., & Armento, B. J. (2000). Cultural diversity is basically 

a foreign term to me: The challenges of diversity for preservice teacher 

education. Teaching and Teacher Education, 16, 33-45. 

Christian, D. (1996). Two-way immersion education: Students learning through two 

languages. Modern Language Journal, 80(1), 66-76. 

Clark, C., & Medina, C. (2000). How reading and writing literacy narratives affect 

preservice teachers' understandings of literacy, pedagogy, and 

multiculturalism. Journal of Teacher Education, 51(1), 63-75. 

Cobb, P., & Bowers, J. (1999). Cognitive and situated learning perspectives in theory 

and practice. Educational Researcher, 28(2), 4-15. 

Cochran-Smith, M. (1995). Colorblindness and basket making are not the answers: 

Confronting dilemmas of race, culture, and language diversity in teacher 

education. American Educational Research Journal, 32(3), 493-522. 

Cochran-Smith, M., Davis, D., & Fries, K. (2004). Multicultural teacher education: 

Research, practice and policy. In J. A. Banks & C. Banks, A. M. (Eds.), 

Handbook of research on multicultural education (2nd ed., pp. 931-975). San 

Francisco: Jossey Bass. 

Cochran-Smith, M., & Lytle, S. (1999). Relationships of knowledge and practice: 

Teacher learning in communities. In A. Iran-Nejad & C. D. Pearson (Eds.), 



295  
 

Review of research in education, (Vol. 24, pp. 249-305). Washington, D.C.: 

American Educational Research Association. 

Cook, D. W., & Van Cleaf, D. W. (2000). Multicultural perceptions of 1st-year 

elementary teachers' urban, suburban, and rural student teaching placements. 

Urban Education, 35(2), 165-174. 

Creswell, J. W. (2003). Research design: Qualitative, quantitative, and mixed 

methods approaches (2nd ed.). Thousand Oaks, CA: Sage Publications, Inc. 

Dee, J. R., & Henkin, A. B. (2002). Assessing dispositions toward cultural diversity 

among preservice teachers. Urban Education, 37(1), 22-40. 

deJong, E. J. (2002). Effective bilingual education: From theory to academic 

achievement in a two-way bilingual program. Bilingual Research Journal, 

26(1), 1-20. 

Delpit, L. (1995). Other people's children: Cultural conflict in the classroom. New 

York: The New Press. 

Denyer, J., & Florio-Ruane, S. (1995). Mixed messages and missed opportunities: 

Moments of transformation in writing conferences and teacher education. 

Teaching and Teacher Education, 11(6), 539-551. 

Dooley, C. (1998). Teaching as a two-way street: Discontinuities among metaphors, 

images, and classroom realities. Journal of Teacher Education, 49(2), 97-107. 

Duffy, G. G. (2002). Visioning and the development of outstanding teachers. Reading 

Research and Instruction, 41(4), 331-344. 

Duffy, G. G., & Hoffman, J. V. (1999). In pursuit of an illusion: The flawed search 

for a perfect method. The Reading Teacher, 53(1), 10-16. 



296  
 

Epps, M. V., & Ganser, T. (1993). Providing an urban field experience for students 

attending a rural teacher preparation institution. Paper presented at the 

Annual Meeting of the Association of Teacher Educators, Los Angeles, CA. 

Feiman-Nemser, S. (2001). From preparation to practice: Designing a continuum to 

strengthen and sustain teaching. Teachers College Record, 103(6), 1013-1055. 

Feiman-Nemser, S., & Buchman, M. (1987). When is student teaching teacher 

education? Teaching and Teacher Education, 3(4), 255-273. 

Fitzgerald, J., & Cunningham, J. W. (2002). Balance in teaching reading: An 

instructional approach based on a particular epistemological outlook. Reading 

and Writing Quarterly, 18, 353-364. 

Fountas, I. C., & Pinnell, G. S. (1996). Guided reading: Good first teaching for all 

children. Portsmouth, NH: Heinemann. 

Fountas, I. C., & Pinnell, G. S. (2001). Guiding readers and writers: Teaching 

comprehension, genre, and content literacy. Portsmouth, NH: Heinemann. 

Fry, P. G., & McKinney, L. J. (1997). A qualitative study of preservice teachers' early 

field experiences in an urban, culturally different school. Urban Education, 

32(2), 184-201. 

Gall, M. D., Gall, J. P., & Borg, W. R. (2003). Educational research: An introduction 

(7th ed.). Boston: Allyn and Bacon. 

Gay, G. (2000). Culturally responsive teaching. New York: Teachers College Press. 

Gay, G., & Howard, T. (2000). Multicultural teacher education for the 21st century. 

The Teacher Educator, 36(1), 1-16. 



297  
 

Gilbert, S. L. (1997). The "four commonplaces of teaching": Prospective teachers' 

beliefs about teaching in urban schools. The Urban Review, 29(2), 81-96. 

Ginsburg, M. B., & Newman, K. K. (1985). Social inequities, schooling, and teacher 

education. Journal of Teacher Education, 36(2), 49-54. 

Glesne, C., & Peshkin, A. (1992). Becoming qualitative researchers. White Plains, 

NY: Longman. 

Goodman, J. (1985). What students learn from early field experiences: A case study 

and critical analysis. Journal of Teacher Education, 36(6), 42-48. 

Goodman, J. (1988). Constructing a practical philosophy of teaching: A study of 

preservice teachers' professional perspectives. Teaching and Teacher 

Education, 4(2), 121. 

Goodman, J., & Adler, S. (1985). Becoming an elementary social studies teacher: A 

study of perspectives. Theory and Research in Social Education, (13), 1-20. 

Grant, C. A., & Secada, W. G. (1990). Preparing teachers for diversity. In W. R. 

Houston (Ed.), Handbook of research on teacher education (pp. 403-422). 

New York: Macmillian. 

Greeno, J. G. (1998). The situativity of knowing, learning, and research. American 

Psychologist, 53(1), 5-26. 

Grossman, P. L., Smagorinsky, P., & Valencia, S. (1999). Appropriating tools for 

teaching English: A theoretical framework for research on learning to teach. 

American Journal of Education, 108(1), 1-29. 



298  
 

Grossman, P. L., Valencia, S. W., Evans, K., Thompson, C., Martin, S., & Place, n. 

(2000). Transitions into teaching: Learning to teach writing in teacher 

education and beyond. Journal of Literacy Research, 32(4), 631-662. 

Groulx, J. (2001). Changing preservice teacher perceptions of minority schools. 

Urban Education, 36(1), 60-92. 

Hammerness, K. (1999). Visions of delight, visions of doubt: The relationship 

between emotion and cognition in teachers. Paper presented at the Annual 

Meeting of the American Educational Research Association, Montreal, 

Quebec, Canada. 

Hammerness, K. (2003). Learning to hope, or hoping to learn? The role of vision in 

the early professional lives of teachers. Journal of Teacher Education, 54(1), 

43-56. 

Hammerness, K. (2004). Teaching with vision: How one teacher negotiates the 

tension between high ideals and standardized testing. Teacher Education 

Quarterly, 31(4), 33-43. 

Hammerness, K. (2006). Seeing through teachers' eyes: Professional ideals and 

classroom practices. New York: Teachers College Press. 

Hammerness, K., Darling-Hammond, L., Bransford, J. D., Berliner, D., Cochran-

Smith, M., McDonald, M., et al. (2005). How teachers learn and develop. In 

L. Darling-Hammond & J. D. Bransford (Eds.), Preparing teachers for a 

changing world (pp. 358-389). San Francisco: Jossey Bass. 



299  
 

Hanssen, E. (1990). Planning for literature circles: Variations in focus and structure. 

In K. G. Short & K. M. Pierce (Eds.), Talking about books: Creating literate 

communities (pp. 199-209). Portsmouth, NH: Heinemann. 

Harrington, H. L., & Hathaway, R. S. (1995). Illuminating beliefs about diversity. 

Journal of Teacher Education, 46(4), 275-284. 

Heath, S. B. (1983). Way with words: Language, life, and work in communities and 

classrooms. New York: Cambridge University Press. 

Hoffman, J. V., & Pearson, P. D. (2000). Reading teacher education in the next 

millennium: What your grandmother's teacher didn't know that your 

granddaughter's teacher should. Reading Research Quarterly, 35(1), 28-44. 

Hoffman, J. V., Roller, C., Maloch, B., Sailors, M., Duffy, G. G., & Beretvas, S. N. 

(2005). Teacher' preparation to teach reading and their experiences and 

practices in the first three years of teaching. The Elementary School Journal, 

105(3), 268-287. 

Hollingsworth, S. (1989). Prior beliefs and cognitive change in learning to teach. 

American Educational Research Journal, 26(2), 160-189. 

Hollins, E. R., & Guzman, M. T. (2005). Research on preparing teachers for diverse 

populations. In M. Cochran-Smith & K. M. Zeichner (Eds.), Studying teacher 

education: The report of the AERA panel on research and teacher education 

(pp. 477-548). Mahwah, N.J.: Lawrence Erlbaum Associates. 

Howard, G. R. (2006). We can't teach what we don't know: White teachers, 

multiracial schools (Second ed.). New York: Teachers College Press. 



300  
 

Howey, K. R. (2006). The urban context and urban schools. In K. R. Howey, L. M. 

Post & N. L. Zimpher (Eds.), Recruiting, preparing, and retaining teachers 

for urban schools (pp. 1-22). Washington, D.C.: AACTE Publications. 

Irvine, J. J. (1990). Black students and school failure. Westport, CT: Praeger. 

Irvine, J. J. (2003). Educating teachers for diversity: Seeing with a cultural eye. New 

York: Teachers College Press. 

Jimenez, R. T., & Learning Point Associates. (2005). Moving beyond the obvious: 

Examining our thinking about linguistically diverse students. Naperville, IL: 

North Central Regional Educational Lab. 

Johnson, L. (2002). "My eyes have been opened" White teachers and racial 

awareness. Journal of Teacher Education, 53(2), 153-167. 

Kennedy, M. M. (1999). The role of preservice teacher education. In L. Darling-

Hammond & G. Sykes (Eds.), Teaching as the learning profession: Handbook 

of policy and practice (pp. 54-85). San Francisco: Jossey-Bass. 

Kennedy, M. M. (2006). Knowledge and vision in teaching. Journal of Teacher 

Education, 57(3), 205-211. 

King, J. E. (1994). The purpose of schooling for African American children: 

Including cultural knowledge. In E. R. Hollins, J. E. King & W. C. Hayman 

(Eds.), Teaching diverse populations: Formulating a knowledge base (pp. 25-

56). Albany, NY: State University of New York Press. 

Ladson-Billings, G. (1994). The dreamkeepers: Successful teachers of African 

American children. San Francisco: Jossey-Bass. 



301  
 

Ladson-Billings, G. (1995). But that's just good teaching! The case for culturally 

relevant pedagogy. Theory into Practice, 34(3), 159-165. 

Ladson-Billings, G. (1998). Toward a theory of culturally relevant pedagogy. In L. E. 

Beyer & M. W. Apple (Eds.), The curriculum: Problems, politics, and 

possibilities (2nd ed., pp. 201-229). New York: State University of New York 

Press. 

Ladson-Billings, G. (1999). Preparing teachers for diverse student populations: A 

critical race theory perspective. In Review of research in education (Vol. 24, 

pp. 211-247). Washington, D.C.: American Educational Research 

Association. 

Ladson-Billings, G. (2000). Fighting for our lives: Preparing teachers to teach African 

American students. Journal of Teacher Education, 51(3), 206-214. 

Ladson-Billings, G. (2001). Crossing over to Canaan. San Francisco: Jossey-Bass. 

Lalik, R., Dellinger, L., & Druggish, R. (2003). Fostering collaboration between 

home and school through curriculum development: Perspectives of three 

Appalachian children. In A. I. Willis, G. E. Garcia, R. Barrera & V. J. Harris 

(Eds.), Multicultural issues in literacy research and practice (pp. 69-99). 

Mahwah, NJ: Lawrence Erlbaum Associates. 

Lave, J. (1996). Teaching, as learning, in practice. Mind, Culture and Activity, 3(3), 

149-164. 

Lave, J., & Wenger, E. (1991). Situated learning: Legitimate peripheral 

participation. Cambridge, UK: Cambridge University Press. 



302  
 

Lazar, A. M. (2004). Learning to be literacy teachers in urban schools: Stories of 

growth and change. Newark, DE: International Reading Association. 

Lee, C. D. (1995). Signifying as a scaffold for literary interpretation. Journal of Black 

Psychology, 21(4), 357-381. 

Lee, C. D. (2001). Is October Brown Chinese? A cultural modeling activity system 

for underachieving students. American Educational Research Journal, 38(1), 

97-141. 

LePage, P., Darling-Hammond, L., Akar, H., Gutierrez, C., Jenkins-Gunn, E., & 

Rosebrock. (2005). Classroom management. In L. Darling-Hammond & J. D. 

Bransford (Eds.), Preparing teachers for a changing world: What teachers 

should learn and be able to do (pp. 327-357). San Francisco: Jossey-Bass. 

Letts, W. J. (1999). Teaching science/teaching gender: Preservice elementary 

teachers write about science, gender, and identity. Paper presented at the 

American Educational Research Association, Montreal, Quebec, Canada. 

Lloyd, C. V., & Anders, P. L. (1994). Research-based practices as the content of staff 

development. In V. Richardson (Ed.), Teacher change and the staff 

development process: A case in reading instruction (pp. 68-89). New York: 

Teachers College Press. 

Lortie, D. C. (1975). Schoolteacher (2nd ed.). Chicago: The University of Chicago 

Press. 

Marxen, C. E., & Rudney, G. L. (1999). An urban field experience for rural 

preservice teachers: "I'm not afraid - should I be?" Teacher Education 

Quarterly, 26(1), 61-73. 



303  
 

McAllister, G., & Irvine, J. J. (2000). The role of empathy in teaching culturally 

diverse students. Journal of Teacher Education, 53(5), 433-443. 

McCall, A. L. (1995). Constructing conceptions of multicultural teaching: Preservice 

teachers' life experiences and teacher education. Journal of Teacher 

Education, 46(5), 340-350. 

McCarty, T. L., & Dick, G. S. (2003). Telling the people's stories: Literacy practices 

and processes in a Navajo community school. In A. I. Willis, G. E. Garcia, R. 

Barrera & V. J. Harris (Eds.), Multicultural issues in literacy research and 

practice (pp. 101-122). Mahwah, NJ: Lawrence Erlbaum Associates. 

McDonald, M. A. (2005). The integration of social justice in teacher education: 

Dimensions of prospective teachers' opportunities to learn. Journal of Teacher 

Education, 56(5), 418-435. 

McLoughlin, A. S. (1998). Reform and the prospective science teacher: Lessons 

learned from field experiences. Paper presented at the National Association 

for Research in Science Teaching, San Diego, CA. 

Melnick, S. L., & Zeichner, K. M. (1997). Enhancing the capacity of teacher 

education institutions to address diversity issues. In J. E. King, E. R. Hollins 

& W. C. Hayman (Eds.), Preparing teachers for cultural diversity (pp. 23-39). 

New York: Teachers College Press. 

Merriam, S. B. (1998). Qualitative research and case study applications in education. 

San Francisco: Jossey-Bass. 

Miles, M. B., & Huberman, A. M. (1994). Qualitative data analysis. Thousand Oaks, 

CA: Sage Publications, Inc. 



304  
 

Min, P. G. (2004). Social science research on Asian Americans. In J. A. Banks & C. 

A. M. Banks (Eds.), Handbook of research on multicultural education (pp. 

315-348). San Francisco: Jossey-Bass. 

Moll, L. C. (1986). Writing as communication: Creating strategic learning 

environments for students. Theory into Practice, 25(2), 102-108. 

Moll, L. C., & Gonzalez, N. (2004). Engaging life: A funds-of-knowledge approach 

to multicultural education. In J. A. Banks & C. Banks, A. M. (Eds.), 

Handbook of research on multicultural education (2nd ed., pp. 699-715). San 

Francisco: Jossey-Bass. 

Murrell, P. (2007). Foreword. In R. P. Solomon & D. N. R. Sekayi (Eds.), Urban 

teacher education and teaching: Innovative practices for diversity and social 

justice (pp. ix - xi). Mahwah, NJ: Lawrence Erlbaum Associates. 

National Center for Education Statistics. (1993). America's teachers: Profile of a 

profession. Washington, D.C.: U.S. Government Printing Office. 

National Center for Education Statistics. (2006). Characteristics of schools, districts, 

teachers, principals, and school libraries the United States, 2003-04: Schools 

and staffing survey.   Retrieved August 31, 2006 

Olmedo, I. M. (1997). Challenging old assumptions: Preparing teachers for inner city 

schools. Teaching and Teacher Education, 13(3), 245-258. 

Pajares, M. F. (1992). Teachers' beliefs and educational research: Cleaning up a 

messy construct. Review of educational research, 62(3), 307-332. 

Pajares, M. F. (1993). Preservice teachers' beliefs: A focus for teacher education. 

Action in Teacher Education, 15(2), 45-54. 



305  
 

Pang, V. O., & Sablan, V. A. (1998). Teacher efficacy: How do teachers feel about 

their abilities to teach African American students? In M. E. Dilworth (Ed.), 

Being responsive to cultural differences: How teachers learn (pp. 39-58). 

Thousand Oaks, CA: Corwin Press. 

Patton, M. Q. (1990). Qualitative evaluation and research methods (2nd ed.). 

Newbury Park: Sage Publications, Inc. 

Pressley, M. (2006). Reading instruction that works: The case for balanced teaching 

(Third ed.). New York: The Guilford Press. 

Pressley, M., Rankin, J., & Yokoi, L. (1996). A survey of instructional practices of 

primary teachers nominated as effective in promoting literacy. Elementary 

School Journal, 96(4), 363-384. 

Pressley, M., Yokoi, L., Rankin, J., Wharton-McDonald, R., & Mistretta, J. (1997). A 

survey of the instructional practices of grade 5 teachers nominated as effective 

in promoting literacy. Scientific Studies of Reading, 1(2), 145-160. 

Proctor, T. J., Rentz, N. L., & Jackson, M. W. (2001). Preparing teachers for urban 

schools: The role of field experiences. The Western Journal of Black Studies, 

25(4), 219-227. 

Putnam, R. T., & Borko, H. (2000). What do new views of knowledge and thinking 

have to say about research on teacher learning? Educational Researcher, 

29(1), 4-15. 

Raphael, T. E., & Brock, C. H. (1997). Instructional research in literacy: Changing 

paradigms. In C. K. Kinzer, K. A. Hinchman & D. J. Leu (Eds.), Inquiries in 



306  
 

literacy theory and practice: 46th yearbook of the National Reading 

Conference (pp. 13-36). Chicago: National Reading Conference. 

Richards, J. C. (1992). Beginning professionals' metaphors in an early field 

placement. Paper presented at the Annual Meeting of the American 

Educational Research Association, San Francisco, CA. 

Richardson, V. (1996). The role of attitudes and beliefs in learning to teach. In J. 

Sikula, T. J. Buttery & E. Guyton (Eds.), Handbook of research on teacher 

education (2nd ed., pp. 102-119). New York: Macmillian. 

Risko, V., Roskos, K., & Vukelich, C. (2002). Prospective teachers' reflection: 

Strategies, qualities, and perceptions in learning to teach reading. Reading 

Research and Instruction, 41(2), 149-176. 

Rodriguez, Y. E., Sjostrom, B., & Alvarez, I. (1998). Critical reflective teaching: A 

constructivist approach to professional development in student teaching. 

Paper presented at the American Association of Colleges for Teacher 

Education, New Orleans, LA. 

Rogers, T., Marshall, E., & Tyson, C. A. (2006). Dialogic narratives of literacy, 

teaching, and schooling: Preparing literacy teachers for diverse settings. 

Reading Research Quarterly, 41(2), 202-224. 

Rogoff, B., Baker-Sennett, J., Lacasa, P., & Goldsmith, D. (1995). Development 

through participation in sociocultural activity. New Directions for Child 

Development, 67, 45-65. 



307  
 

Ross, D. D., Johnson, M., & Smith, W. (1992). Developing a professional teacher at 

the university of Florida. In L. Valli (Ed.), Reflective teacher education. 

Albany, NY: State University of New York Press. 

Ross, D. D., & Smith, W. (1992). Understanding preservice teachers' perspectives on 

diversity. Journal of Teacher Education, 43(2), 94-103. 

Samway, K. D., & Whang, G. (2003). Literature circles in a multicultural classroom. 

Portland, ME: Stenhouse. 

Shulman, L. S., & Shulman, J. H. (2004). How and what teachers learn: A shifting 

perspective. Journal of Curriculum Studies, 36(2), 257-271. 

Sleeter, C. E. (2001). Epistemological diversity in research on preservice teacher 

preparation for historically underserved children. In Review of research in 

education (Vol. 25, pp. 209-250). Washington, D.C.: American Educational 

Research Association. 

Smagorinsky, P., Cook, L. S., & Johnson, T. S. (2003). The twisting path of concept 

development in learning to teach. Teachers College Record, 105(8), 1399-

1436. 

Smagorinsky, P., Cook, L. S., Moore, C., Jackson, A., Y., & Fry, P. G. (2004). 

Tensions in learning to teach: Accommodation and the development of a 

teaching identity. Journal of Teacher Education, 55(1), 8-24. 

Smaller, H. (2007). Moving beyond institutional boundaries in inner-city teacher 

preparation. In R. P. Solomon & D. N. R. Sekayi (Eds.), Urban teacher 

education and teaching: Innovative practices for diversity and social justice 

(pp. 89-108). Mahwah, NJ: Lawrence Erlbaum Associates. 



308  
 

Smith, R., Moallem, M., & Sherrill, D. (1997). How preservice teachers think about 

cultural diversity: A closer look at factors which influence their beliefs 

towards equality. Educational Foundations, 11(2), 41. 

Smith, S. A. (2002). "Would I use this book?" White, female education students 

examine their beliefs about teaching. New Advocate, 15(1), 57-66. 

Stahl, S. A. (2002). Forward. In B. M. Taylor & P. D. Pearson (Eds.), Teaching 

reading: Effective schools, accomplished teachers (pp. vii-x). Mahwah, NJ: 

Lawrence Erlbaum Associates. 

Stake, R. E. (1995). The art of case study research. Thousand Oaks, CA: Sage 

Publications, Inc. 

Stein, M. K. (1997). Teacher learning in a social context: Integrating collaborative 

and institutional processes with the study of teacher change. In E. Fennema & 

B. S. Nelson (Eds.), Mathematics teachers in transition (pp. 155-191). 

Mahwah, NJ: Lawrence Erlbaum Associates. 

Strauss, A., & Corbin, J. (1998). Basics of qualitative research: Techniques and 

procedures for developing grounded theory (2nd ed.). Thousand Oaks, CA: 

Sage Publications, Inc. 

Swartz, E. (2003). Teaching white preservice teachers: Pedagogy for change. Urban 

Education, 38(3), 255-278. 

Tabachnick, B. R., & Zeichner, K. M. (1984). The impact of the student teaching 

experience on the development of teacher perspectives. Journal of Teacher 

Education, 35(6), 28-36. 



309  
 

Taylor, B. M., Pressley, M., & Pearson, P. D. (2002). Research-supported 

characteristics of teachers and schools that promote reading achievement. In 

B. M. Taylor & P. D. Pearson (Eds.), Teaching reading: Effective schools, 

accomplished teachers (pp. 361-373). Mahwah, NJ: Lawrence Erlbaum 

Associates. 

Terrill, M. M., & Mark, D. L. H. (2000). Preservice teachers' expectations for schools 

with children of color and second-language learners. Journal of Teacher 

Education, 51(2), 149-155. 

Tharp, R. G., & Gallimore, R. (1988). Rousing minds to life: Teaching, learning, and 

schooling in social context. New York: Press Syndicate of the University of 

Cambridge. 

Tiezzi, L. J., & Cross, B. E. (1997). Utilizing research on prospective teachers' beliefs 

to inform field experiences. The Urban Review, 29(2), 113-125. 

Topping, K., & Ferguson, N. (2005). Effective literacy teaching behaviours. Journal 

of Research in Reading, 28(2), 125-143. 

Turner, J. D. (2005). Orchestrating success for African American readers: The case of 

an effective third-grade teacher. Reading Research and Instruction, 44(4), 27-

48. 

Turner, J. D. (2006). "I want to meet my students where they are!" Preservice 

teachers' visions of culturally responsive literacy instruction. National 

Reading Conference Yearbook, 55. 

Valli, L. (1995). The dilemma of race: Learning to be color blind and color conscious. 

Journal of Teacher Education, 46, 120-129. 



310  
 

Villegas, A. M., & Lucas, T. (2002a). Educating culturally responsive teachers: A 

coherent approach. Albany, NY: SUNY Press. 

Villegas, A. M., & Lucas, T. (2002b). Preparing culturally responsive teachers: 

Rethinking the curriculum. Journal of Teacher Education, 53(1), 20-32. 

Weaver, D., & Stanulis, R. N. (1996). Negotiating preparation and practice: Student 

teaching in the middle. Journal of Teacher Education, 47(1), 27-36. 

Weiner, L. (1993). Preparing teachers for urban schools: Lessons from thirty years 

of school reform. New York: Teachers College Press. 

Weisman, E. M., & Garza, S. A. (2002). Preservice teachers’ attitudes toward 

diversity: Can one class make a difference? Equity & Excellence in Education, 

35(1), 28-34. 

Wenger, E. (1998). Communities of practice: Learning, meaning and identity. 

Cambridge, UK: Cambridge University Press. 

Wertsch, J. V., del Rio, P., & Alvarez, A. (1995). Sociocultural studies: History, 

action, and mediation. In J. V. Wertsch, P. del Rio & A. Alvarez (Eds.), 

Sociocultural studies of the mind (pp. 1-34). New York: Cambridge 

University Press. 

Wharton-McDonald, R., Pressley, M., & Hampston, J. M. (1998). Literacy instruction 

in nine first-grade classrooms: Teacher characteristics and student 

achievement. Elementary School Journal, 99(2), 101-128. 

Wideen, M., Mayer-Smith, J., & Moon, B. (1998). A critical analysis of the research 

on learning to teach: Making the case for an ecological perspective on inquiry. 

Review of Educational Research, 68(2), 130-178. 



311  
 

Xu, S. H. (2000). Preservice teachers in a literacy methods course consider issues of 

diversity. Journal of Literacy Research, 32(4), 505-531. 

Yin, R. K. (2003). Case study research: Design and methods (3rd ed. Vol. 5). 

Thousand Oaks, CA: Sage Publications, Inc. 

Zeichner, K. M., & Hoeft, K. (1996). Teacher socialization for cultural diversity. In J. 

Sikula, T. J. Buttery & E. Guyton (Eds.), Handbook of research on teacher 

education (2nd ed.). New York: Macmillian. 

Zentella, A. C. (2005). Building on strength: Language and literacy in Latino families 

and communities. New York: Teachers College Press. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 


