Figure 47. Vanessa: PBIS Cool Tools student drawings (6/15).

At the end of the year, Vanessa’s views about how her management and community fit
within Smith’s PBIS framework were much more concrete than earlier in the year. She
explained, “I have stopped relying on so many concrete rewards and incentives and things that I
see a lot of other teachers using more often.” Understanding what she meant, I reflected on how
I had observed several paraprofessionals passing out the blue paw pride rewards tickets. About
this, Vanessa reflected, “I think that that might just be a way that they follow the school, not
being the classroom teacher.” Yet, as a lead teacher, she saw her role differently. She
elaborated,

I think I’ve learned a lot about the way I want to manage behavior in my classroom, and

I’m still working on it, because I still feel like there are days I’'m like, ‘my class is the

craziest class in the whole school!” But then I look at them, and they are rocking and

rolling.
She admitted that she still had questions. Although this was not the researcher role that I had
intended for myself, she stated, ““...and I think that I can owe a lot of that to having you here and
kind of playing devil’s advocate.” While I never intended to be contrary with her, she clarified

that my questions had made her think deeply about her practice over the year.
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When at the end, I reminded her of her intention to take down the clip chart after my last
observation, she laughed and replied, “I know. I know! It’s still up! I didn’t take it down, but
we haven’t touched it.” She explained that she had been planning to take it down two weeks
before my visit, but then on the end-of-the-year teacher’s bulletin, Mrs. Neuberger had instructed
the teachers to not take down classroom materials until the last two days of school. She laughed
and said, “I was like, ‘I don’t want that to be seen as I’'m wrapping up the year!”” So, she left it
in place. She explained that she would have loved to tell her students that these charts were not
used when they would be in first grade, but, “ultimately, they are in the first-grade classrooms.”

Instead, she discussed with them how they no longer needed the chart. She believed that
conversations like this were “really empowering.” She shared how much she wrestled with what
to do with her chart in advance of my visit, stating,

Then I just struggled with that for a few days, and I came up to this week. I was like,

‘Kira is coming next week, and now I don’t want to take it down just because Kira is

going to be here.” So, I decided to just leave it there. We ignore it. We haven’t really

touched it.
Upon hearing this, I felt terrible, like I had unduly influenced her to reconsider the chart.
However, she took ownership of this decision, explaining that she did not mean that she would
just take the chart down so that I would not see it. She described this in more detail, stating, “I
feel like the chart is something that if I hadn’t been having these conversations, I probably would
have just been continuing to just do it because that’s the way it goes.” At the time, this comment
pacified my concerns, yet, it highlighted how as a qualitative researcher doing field work, it is
truly impossible to be the “fly on the wall” (Emerson et al., 2011, p. 4). It also illustrated the

critical need for conversations like ours to happen for all new teachers.
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In sum, Vanessa’s end of the year. Like Kristin, Vanessa asked me for overall
feedback after each of my observations throughout the year. At our last interview, Vanessa once
again asked for this, stating, “I think I’ve asked this each time that you’ve been here, just if there
was anything, any feedback, anything you’ve noticed that stood out to you.” As I had every
other time, I deflected this question back to her, and this allowed her to jump into successes she
felt about her practice. Vanessa’s attributed much of her first-year success to her kindergarten
grade-level team. Overall, these three women presented themselves as a force with which to be
reckoned. She shared that as a team they had noted when there were support staff not following
through on team plans, and she recognized that they each had different classroom management
styles, but that they worked to find consistency, expressing, “That’s a constant working piece to
try and find a way to be constant for our kids,” and communication is what facilitated this. She
explained that, “without it [email for communication], it would be impossible.” She summed it
up her feelings, stating, “Coming into a brand-new school with three brand-new teachers on one
team, brand-new to the grade and really building up that team...that relationship is a big
success.” She believed that this was a hallmark of her first year, and I would not disagree.

Vanessa was not as upbeat in reflecting on her roles in 1* grade from across the year. At
the end of the year, she divulged more than she had any point in the year about her relationship
with Allie and the whole experience of being a para-professional. I am not sure if this was
because she felt more comfortable with me at that point, or if it was because the year was coming
to an end. She reflected on this relationship that had consumed her year, stating,

We [she and Allie] were never fully in tune, so I could walk into that class and know

exactly what was going on without asking. It did get a lot better, and I have to give them

a lot of credit because they worked hard for that...
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However, in the last week of school, the first-grade classrooms were packed up early despite the
school bulletin’s message regarding this, and Allie and the other first grade teachers provided no
guidance or collaboration for planning the instruction for the afternoons, which created undue
stress for the three kindergarten teachers.

To work through these challenges, Vanessa recognized that, “I always had someone that I
could go to talk to, even if it was something that I could just handle in the building really
quickly.” She realized that the benefits of having this many mentors within her school, as well
as a district-level mentor to provide an outside perspective, were endless, and she knew that this
kind of support was atypical. She explained, “So that’s something that I know I’m very fortunate
to have, because I haven’t seen that everywhere.” Ultimately, she captured her feelings in a one-
line sentiment, “It’s been very uplifting having someone there.” This was such a telling
statement for her first-year experience as compared to Molly’s, especially.

Vanessa described the impact that her teaching preparatory program had on her first-year
experience globally, stating, “One thing that MSTC definitely instilled in me in almost every
single class, every single course I took, was just that constant reflection piece. I think that that
played a huge factor in any success that I found this year.” I would agree with this sentiment, as
Vanessa had demonstrated a responsive, reflective nature at every turn. She continued,

I was always thinking about, ‘is this the teacher I want to be? Is this the type of class I

want to have? Is this the type of behavior management I want to be using? Is this the

guided reading structure that’s going to work for these kids?’
She felt that everything she was questioning in her practice connected back to learning she

experienced in a course at the university.
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Ultimately, using the clip chart was consistently the aspect of her practice with which she
grappled most. About this, she stated, “I know that that’s been one of my battles. I don’t look at
it in the way that I have to change. I look at it just as a constant conversation and just a
reflection.” She reflected on what she had learned from this “battle” with herself about using the
clip chart, stating,

I think one thing that has stuck with me, and that totally—not scared me away from it,

but just made me almost mad at myself was I don’t ever want a student to leave my

classroom feeling bad because they’re on red. I don’t ever want to put someone down.

How eye-opening is that to realize you’re telling a child to go move their clip down on a

chart! Like when you think about it that way—it might be easy for me in a moment—in

a tizzy, just being like, “You know, you’re being disruptive. Go move your clip down!’

That’s easy for me to move past, but that might ruin their day.

Ultimately, this is sentiment is what drove almost all of Vanessa’s management decisions of her
first year. She explained that she never wanted a child to feel badly because of the chart or her
reaction to the behavior, and she knew that there were other ways to address the behavior. Her
top substitution was to “have a conversation,” and if need to be, to do this every day.

She attributed much of her knowledge and skills in the first year back to her teacher
preparation. She described feeling appreciative for the well-rounded background she thought
that her preparatory program had provided her. She explained, “I will toot MSTC’s horn. I feel
like I got a really good preparation for what I got into.” Vanessa realized that she was positioned
in a strong district with tremendous support, yet, she acknowledged, “but I just really feel like I
had good stuff coming in.” She summed up what she had been told prior to starting her first

year, stating, “I’ll say again that I was warned so many times in college, ‘your first year is gonna
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suck.” Flat out. ‘It’s going to suck, and you just drink a lot of wine, and you’ll get through it.’
These are literal things that I was told.” She admitted that there had been times when she had
cried on her way home, but she felt grateful for never becoming too overwhelmed. She
explained, “There were definitely times where I was frustrated, or I was questioning like, ‘holy
cow, am [ failing these kids?’ or little crisis moments, but I just don’t feel like I was surviving.”
Ultimately, she shared, “It’s been a good year.” For this new teacher’s shooting star, I agreed.
Beyond the First Year: “I’m So Excited!”

At year’s end, the kindergarten grade-level team was fast at work preparing for the
following year. Smith’s administrative team did much to include them in the process of planning
for this transition. Earlier in the spring, Mrs. Neuberger asked Kate, Michelle, and Vanessa to
create a staffing plan for the upcoming year by selecting, “who we think we work well with and
who will support the kindergarteners best.” Vanessa saw the benefit in this, stating,

That’s very helpful for us. It’s not that one or two mistakes is gonna make us never want

to work with a teacher again, but we put a lot of time into making sure that we do try to

communicate with everyone because we want to make sure that working with the kids is
working.
By year’s end, they had completed lists of students for each room. At one of the last planning
sessions I observed with the three of them, Vanessa’s teammate, Kate, remarked, “It’s going to
be so great having them the whole day!” Vanessa and Michelle nodded their heads in
agreement. Vanessa was giddy with excitement about the changes for the upcoming school year.
She exclaimed, “I’m so excited! I cannot wait for whole-day kinder. Ireally can’t. I can’t wait

to have just the same kids all day long.” She explained that she loved being a support staff
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member that year, and she knew that it made her a stronger teacher, but planning for one group,
versus many, sounded wonderful.

Vanessa, Kate, and Michelle were asked to participate in a planning meeting to set up the
new 1%-grade schedule that would address the choppiness in the 1*'-grade day, since they would
no longer be supporting the 1*-grade teachers. The administrative team was concerned about
this as Vanessa relayed, “our principal is still kind of puzzled.” Not only would the 1*-grade
teachers not have the three kindergarten teachers as support staff, but they also would not have
use of their classrooms for small group instruction. Additionally, the support staff would be
stretched across both grade levels for the full day. Vanessa projected that there would be staff
reductions for the entire early childhood team in the following year, but with the longer day, she
felt confident in teaching alone.

Vanessa’s reflective nature meant that throughout my interactions with her, she was
always talking about ways to improve her practice. In her second year, she planned to improve
some of her basic procedures within the day, such as rethinking the arrival activities so that all
students could start the day together. Also, her grade-level team planned to incorporate calendar
time into the morning routines, despite knowing that Sarah, her literacy coach-internal mentor,
still had strong negative feelings about calendar time. Vanessa explained, “That’s been a
conversation now that we’ve [she and her team members] found our voice, and now that we have
a year under our belts. And I think the three of us have a lot more freedom in our rooms next
year.” She felt that a daily calendar activity would contribute to the building of their classroom
community, which was something she had learned in my social studies methods course at the
university, explaining that the full day would, “...be a great time to incorporate calendar and the

community piece. I want my students to know what a month is. How cool would that be if in
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the calendar time, we could do something like your timelines!” Here she was referring to
another idea that she had learned in my course about creating birthday timelines, as well as
creating a timeline of the class’ collective learning across the whole year.

In thinking about other plans for establishing a sense of community in her space, she had
lots of ideas. Regarding the Smith PBIS tools, she planned to be consistent with the rest of the
school and continue to pass out the golden and blue paw pride tickets, albeit sparingly. She
explained, “I don’t feel totally comfortable nixing them, just because that is what the school uses.
Plus, even if we don’t do it, they’re gonna see it in first grade, and I don’t want to use that as an
excuse, but...” Yet, she was still not wholly confident about what to do with her clip chart. She
explained, “I probably...I definitely will not put up the chart just because that just made me think
so much this year. They don’t need it!” She recounted a day from a few weeks earlier where her
students had been having a “tougher” day, and she realized that she should have taken down the
chart. Instead of what she had planned to cover for social studies at that time, she called the
students over to the rug for an impromptu meeting. She continued,

We reiterated why we’re at school, why it’s so important to be focused... I had the kids

come up with three rules. Not rules, three promises. That’s how we word them,

promises, to make the rest of the year go really smooth, kind of like a classroom
constitution that we sort of did in the beginning of the year. I wrote it in their kid
language, like ‘listen so good...’
She had the students line up, and one by one, they signed their names. The promise hung in the
classroom for a while after this, which she thought was “awesome” because it was a silent
guideline to which she could refer the children. In thinking about the next year, she stated, “I

think I would much rather make a really fancy-pants awesome classroom constitution, where
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they all signed it and put that up in place of the clip chart. That’s more like a little reminder than
a slap on the wrist.” The idea was a big part of her future classroom management plans, and,
“next year, it’s giving me a chance to do that!”

Despite her continued wavering at the end of the year, others in her school community
had noticed her expertise in building classroom communities across her first year. At year’s end,
Vanessa was asked to join the PBIS Tier 2 team the following year. She explained, “I was
actually kind of excited. That’s pretty neat!” She admitted that she would probably join, but “I
just want to make sure that I’'m not biting off more than I can chew.” Additionally, she had been
asked to sponsor one of Smith’s tutoring clubs, but she felt that joining the PBIS team could be a
smart move professionally. She continued, “I think that will be just really neat to get my foot in
the door, especially since that’s got teachers from every grade level, and to just be able to build
more relationships.” Her questioning of the PBIS practices at Smith did not stop her from seeing
an opportunity to learn more and forge additional friendships.

Because she would be in the same classroom, she was additionally thinking about how to
maximize the space. Although she had complained about the classroom’s size throughout the
year, by year’s end, she shared, “It’s my home now. I think I’ve kind of settled with the fact that
I had the most students in kindergarten this year, and I had the tiniest room, but that’s okay. We
made it work.” An idea for improvement that she shared was related to replacing the content in
the students’ math bins under their table spots, based on realizing what she had learned about
their needs. She felt this would better help her students be organized.

Always focused on her own professional growth, Vanessa had numerous plans for
summer professional development workshops she would be attending, along with “I’'m already

looking at what I want to read, read, read this summer!” With her district mentor’s support, she
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had already reached out to the district’s literacy director to learn how she could observe guided
reading instruction from other strong teachers in the fall. At the beginning of the following year,
she had plans in place for her district mentor to cover her class, so she could do this. She looked
forward to working again with Becky, as they would again be partnered for two scheduled
observation-debriefings over the course of her second year. This was significantly less contact
than she had experienced with Becky this year, “...but anything I need, I can still reach out to
her.” By year’s end, Vanessa reflected that she could now see herself becoming a mentor to a
new teacher the following year. She explained, “I really hope that someone would be
comfortable enough to come to me, because being a second-year teacher and having had that
first-year experience, but still being new, maybe it wouldn’t so intimidating for them.” I could
easily see her taking on this role within her practice the following year.
Vanessa’s Year, a Metaphor

Vanessa was one of the most reflective first-year teachers with whom I have ever
worked. Throughout the year, I observed her in the act of reflecting upon her practice,
describing revelations and reflections and wrestling with her own beliefs and practices. Ranging
from her struggle with balancing her own classroom management beliefs and the PBIS practices
at Smith, her literacy instruction, her work within the 1*-grade classrooms, her supervision and
co-teaching with paraprofessionals at Smith, her empowerment of her students, her strategies for
best supporting students with challenging behavior, her future professional plans, and questions
about her daily schedule, almost everything we discussed, she connected back to her teacher
preparation. Upon every aspect of her teaching, Vanessa employed a critical eye.

For Vanessa, more than any of the other participants, the supports she received within her

school were utopic. Her descriptions of connecting with others, seeking and finding help,
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contributing ideas, and collaborating and brainstorming, bled through every aspect of her
practice. Many of these supports served to empower Vanessa to take initiative, try new ideas,
and wrestle with the status quo. For example, did she need the behavioristic rewards and
punishment of the PBIS rewards system used at Smith or her clip chart? From an outside
perspective, no. From Vanessa’s perspective, she struggled all year with this answer, and |
believe that deep down, she also knew that she did not need them. Despite this, she was adept at
managing the politics of education, and going along with school-wide practices was easier in the
long run for her.

Throughout the year, Vanessa showed extreme agency and ownership of her practice, her
roles, and her responsibilities; a locus of control was firmly planted inside of her. From the
beginning of the year, I noted that she displayed a strong sense of self-efficacy and agency, that
was consistently made stronger by the social supports she felt. She focused on classroom
management and community foundations, making her proud of her practice, based the guidance
and support of Mrs. Neuberger, Smith’s principal. She felt more certain about her
implementation of a specific type of clip chart after deep conversations and reflection with her
grade-level team. She also felt good about the decision to not use the green referral sheets with
the support of her grade-level team. Overtime, Vanessa displayed more initiative in her
practices, including the decision to use the “quiet pompom jar,” the ideas for helping the 1%
grader with challenging behavior, and her confidence in moving away from passing out a lot of
rewards tickets connected to PBIS. At the end of the year, I reflected that Vanessa’s agency was
enhanced through being a team member, but also that she had developed a strong sense of her

own efficacy. This sense of teacher self-efficacy seemed to drive every decision she made.
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Although she was a novice teacher and not perfect in her practice, she exhibited more
teaching strategies that truly demonstrated consistent learning from her university preparation
than either of the other participants. This could be attributed to the multiple levels of support she
received at Smith, or it could be attributed to Vanessa’s drive and determination alone. Vanessa’s
first year was an over-arching success. At every level of her practice, and within her teams and
individually, I observed and she described aspects that were successful. Vanessa, as a new
graduate, shimmered with the possibilities of things to come, as many teacher graduates do.
Then, within the contexts of her first year, her star-like qualities continued to be fueled. Her
future was limitless. Vanessa’s story reveals what a very determined and passionate teacher can
accomplish when the stars align by way of administrative, collaborative, and contextual support.
From her story, an understanding of a what a utopic first-year experience has emerged offering

hope and context for preparing and supporting new teachers of the future.
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CHAPTER VIII: SUMMARY, REFLECTIONS, AND NEXT STEPS
Ideas are judged by their explanatory power or their capacity to inspire the work of
others.
Wolcott, 1994, p. 38

It is with Wolcott’s words that I attempt to synthesize the magnitude of what was
uncovered by engaging in this research study and fashion it into a lasting message for the readers
of this work. A review of the relevant literature on the topics of classroom management, teacher
preparation for management, the PBIS framework, and how the two intersect in building
classroom communities within early childhood classrooms revealed a gap in the literature related
to the perspectives of teacher candidates and new teachers. Thus, the purpose of this study was
to explore early childhood teacher candidates’ perceptions and actions in working within PBIS
frameworks and university messages of building classroom communities, and how these changed
or remained the same into their first year of teaching.

Summary

To achieve this goal, and using an interpretivist paradigm, I conducted a collective case
study using ethnomethodological techniques. First exploring the perceptions of early childhood
teacher candidates immediately upon their graduation about their related student teaching
experiences, and then staying close with three graduates as they became first-year teachers, I
documented and investigated their classroom practices as they related to classroom management,
PBIS, and classroom community. Each case within the study presented a similar, yet different
perspective on the reality of being a new teacher, working within a dominant classroom
management framework of PBIS. In this last chapter, I return to the questions that guided the

study to synthesize and summarize these new teachers’ perceptions, practices, and beliefs: How
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do teacher candidates, through their last year of coursework and first year as teachers,
experience, understand, and explain their beliefs and practices regarding classroom
management? How do the contexts of PBIS and participants’ teacher preparation shape and
influence the teacher candidates’ beliefs and practices about classroom management? Based
upon the first two research questions, what are the implications for policy and practice both in
PreK-12 settings and teacher preparation programs? I offer reflection upon my role within the
study as it relates to these first two questions. Finally, I offer implications that this study has on
further research.
In Sum, the First Research Question
How do teacher candidates, through their last year of coursework and first year as teachers,
experience, understand, and explain their beliefs and practices regarding classroom
management?

This research question was answered in different ways across both phases of the study.
The specific perspectives of this study’s teacher candidate participants were explored in the
study’s first phase through the focus group interviews. Big findings from these interviews were
revealed in Chapter IV of the dissertation and included that through their last year of coursework,
these participants had experienced little to no preparation for classroom management, PBIS, or
community-building. Then in student teaching, they were hit full force with all three of these
components. One of the most predominant ways that teacher candidates explained their
classroom management beliefs were through the lens of PBIS. However, because of their lack of
preparation and the differences in PBIS implementation within their schools revealed by their
descriptions, their understandings of the framework were limited. Within their schools,

participants experienced a myriad of strategies and approaches being used to manage behavior.
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As the work of others has revealed with the components of PBIS (Adams, 2011; Chitiyo
et al., 2012; Critchfield, 2015; Johnston et al., 2006), those classroom management practices that
these participants described observing and using during student teaching tended to fit under the
larger umbrella of behaviorism. With very little training for classroom management or PBIS,
they revealed a limited understanding of the PBIS framework, as well as alternatives for it. Their
conversations within the focus groups hinted at knowing that curriculum and lesson planning
related to classroom management, but they saw aspects of practice related to building classroom
communities as distinct. Overall, similar to teacher candidate and new teacher perspectives that
other studies have revealed (Cakmak, 2008; Clement, 2010 Fall; Hoy & Woolfolk, 1990;
Kaufman & Moss, 2010), the recent graduates of this study displayed feelings of being
overwhelmed and underprepared when it came to their own classroom management, and very
few had comprehensive or concrete plans for their future teaching. This relates to findings by
O’Neill and Stephenson (2012) who found that with less training and support in classroom
management, new teacher graduates felt less prepared for their future classrooms.

As some of these participants transitioned into first-year teachers, the opportunity
presented itself to see how their beliefs and practices changed with the passage of time. As such,
this study does much to reveal the first-year experiences of early childhood educators, each in a
distinct role. Findings from the yearlong phase of the study shed light on every aspect of a first-
year experience, and specifically the successes and failures of first-year classroom management.

First-year experiences with classroom management. This study’s participants
described their first year of teaching in highs and lows, frustrations and successes, feelings of
anger and love. They experienced classroom management “in the trenches” every day with their

students. The anecdotes they revealed across the study’s two phases highlighted intimacies of
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classroom practice that are rarely shared with outsiders, such as parents, past teacher educators,
administrators, or even colleagues. From describing interactions of cooperating teachers
shaming students to the point of tears, to sharing a sweet hug with a child, to hilarious anecdotes
of student behavior, to Vanessa hearing her words of “we are problem-solvers” amongst her
students, to Kristin observing her students intentionally misbehave to only mimic her in
disciplining each other, or to Molly crying as she described watching her old videos, discussing
classroom management in this study brought out raw emotion. Classroom management, as the
fabric of classroom practice, was a very personal and emotional aspect of these participants’
lives as graduates and new teachers.

First-year understandings of classroom management. As first-year teachers, each of
the case study participants, Molly, Kristin, and Vanessa, grew in their understanding of
classroom management. In descriptions and explanations of their beliefs and practices, their
classroom management development was revealed. For all three, over time, I observed, and they
described moving away from only thinking about classroom management as the PBIS-specific
strategies, programs, or approaches of their schools and classrooms, to understanding that
classroom management was a comprehensive aspect of their practice. Revealing the multiple
definitions of classroom management (Evertson et al., 1996; Kaufman & Moss, 2010; Martin et
al., 1998; Martin et al., 2006 & 2007-2008; Marzano et al., 2003; Tal, 2010), over time, each of
the participants, displayed an increasingly deep understanding of how various aspects of their
daily practice, such as their schedule, classroom environments, curricular decisions, and
instructional delivery choices, had just as much of an impact on their classroom management as
specific management strategies, including the clip chart behavior monitoring system, stickers,

and school-wide rewards. Kristin, realizing by year’s end that her daily schedule forced the
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students to be seated for too long, Vanessa, identifying that she first needed to review and
display guidelines in order to conduct partner work in her classroom, and Molly, describing how
her students were more engaged when she taught meaningful lessons—each revealed that these
first-year teachers recognized the all-encompassing nature of a teacher’s classroom management.
Specifically, by year’s end, all had noticed the impact that the daily schedule played on students’
behavior within their settings.

With time, all three new teachers revealed that their teaching practices were expressly
connected to their classroom management decisions. Vanessa consistently, Kristin occasionally,
and Molly when she had the freedom to, demonstrated teaching practices that encouraged
positive student behavior and highlighted the documented teacher preparation mindset that
stronger teaching practices result in fewer behavioral issues (Farkas & Duffett, 2010). At
various points in the year, all three seemed to see the connection that good teaching was a part of
their classroom management (Martin et al., 1998; Martin et al., 2006 & 2007-2008.), and with it
the need to layer in other tools, such as the clip chart, were negated. The stronger their overall
teaching was, including their lesson planning and delivery, the more they observed positive
outcomes for behavior and cognitive learning with their students, and the less they seemed
dependent on the behavior monitoring systems in place. Vanessa was the only participant whose
teaching was consistently tied to her classroom management decisions. Because her teaching
was engaging and creative, her students tended to be more on-task, and thus, she found that she
had little need for her clip chart, behavior monitoring system. Related to this, I posit that if
Molly had been able to implement more of her ideas related to content and community, she may
have felt more ownership and have been less dependent on the existing management strategies,

such as the frog and lily pad behavior monitoring system. Out of the three case study
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participants, Kristin’s teaching practices seemed to work against her ability to guide and manage
students’ behavior, yet, by year’s end, even she was seeing that the more variety she built into
her planning and delivery instead of worksheet-based, direct instruction, the more engaged her
students were.

A big component that linked together teaching and classroom management was how
much these new teachers empowered their young students to be independent learners. With the
help of her school’s social worker, Molly used visual reminders for how to behave on the rug,
and Kristin created step-by-step guidelines for specific students who needed them. However,
Vanessa was the only participant who consistently taught problem-solving and conflict
resolution skills, highlighting her understanding that the more students felt efficacious, the better
her overall management and teaching would be become (Alderman & MacDonald, 2015). While
the other two participants described issues of conflict between students, and I observed these
issues in action, only Vanessa consistently addressed them with supportive teaching tools.
Through mini-lessons, anchor charts, mantras, and repetition, she consistently encouraged her
students to be “problem-solvers,” displaying that she fully realized the role of prosocial teaching
as an aspect of classroom management (Alderman & MacDonald, 2015).

First-year explanations of classroom management. For each participant in the study,
their descriptions of classroom management practices were explained through specific tools and
practices with their students and other adults. The tools that facilitated their classroom
management strategies and skills, and their interactions with others across the year revealed
meaningful insights related to their classroom management.

Tools of classroom management. Across the yearlong phase of the study, I curated a

collection of images revealing how each of the case study participants understood and practiced
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classroom management in her first year. These artifacts helped to uncover aspects of their
teaching that descriptions and observations failed to capture (Glesne, 2011; Miles et al., 2014).
What each of the participants chose to share as an artifact highlighted a nuance that she felt
connected to the study, and what I chose to select provided a different perspective. Examples of
this included Molly’s word wall of names (Figure 4), which I would not have originally selected,
but that she felt helped contribute to her students’ sense of community, and Vanessa’s sight-word
ladder (Figure 24), which I similarly dismissed, and she added in. Another example of this was
Kristin’s guidelines for problem-solving (Figure 21), which she sent to me, and I would have
collected on my own, but that she seldom used. Each of our decisions in the curation of these
artifacts helped to reveal their first-year experiences and tell their stories.

Their tools explain the role that behaviorism had in each of their settings through their
behavior monitoring systems and multiple tools related to rewards. They also highlight forms of
parent communication, school-wide initiatives, and individual tools that these new teachers used.
Additionally, seeing the collection of their artifacts altogether helps to feature the role or
presence that classroom management had in each of their classrooms, with Molly having very
few tools, and none changing across the year (Figure 48), to Kristin having more, especially
related to individualized supports for students (Figure 49), to Vanessa having the most artifacts
that grew as months passed (Figure 50), especially related to prosocial teaching strategies such as
her guidelines and anchor charts. Their artifacts revealed pressure from administration, grade-
level teams, or teachers not present in the case of Molly, but they also displayed initiative related

to classroom management ideas in the cases of Kristin and Vanessa.
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Figure 49. Kristin: collection of classroom management artifacts.
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Figure 50. Vanessa: collection of classroom management artifacts.

Interactions with students. In addition to the tools of their practice, these participants
explained their classroom management beliefs and practices through interactions with students.
While they displayed happiness and pride when discussing the many successes of their students
throughout the year, no emotions were as intense as the frustrations participants felt when
encountering a student that they could not seem to reach. Each of the case study participants
described intense frustration and disappointment when students were not showing growth or
when a student’s behavior seemed challenging. Most of the focus group participants, and each
of the case study participants described their classroom management practices through
identifying the students for whom the management decisions of their cooperating teacher during
student teaching, or their own management decisions of the first year, did not seem to be
working. As, the early years tend to be where challenging behaviors are first identified in
students (Powell et. al, 2007) and preparation for working with challenging behaviors is
consistently lacking in teacher education (Hemmeter, Santos, & Ostrosky, 2006; Tillery et. al,
2010), it was not surprising that so many of them were faced with student behavior that they

identified as challenging.
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Across the focus group participants, most worked with at least one student whom they
identified as having challenging behavior, and within the case studies, this was no different. On
and off all year, Vanessa identified three students, Kristin identified six students, and Molly
identified four, about whom they felt confused, challenged, and overwhelmed. Of these students,
very few had IEPs in place. Experiencing more minor behaviors such as talking out of turn and
being distracted, to more major behaviors of students crying, being defiant and aggressive,
wetting or hurting themselves, and throwing furniture were emotionally and at times, physically
draining for them, as others have found for early childhood educators confronted with these
types of behavior (Gebbie, Ceglowski, Taylor, & Miels, 2010). Even though Vanessa was the
only one who described feeling prepared to work with these students based on her coursework
and field experiences, all of the case study participants independently tried solutions to address
their students’ challenging behaviors, and thus individualized their classroom management.
Interestingly, having presented information on the assessment of behavior in their undergraduate
assessment course, outside of Vanessa, I did not observe Kristin nor Molly drawing on the tools
presented in this workshop. Each of the first-year teachers had varying success with receiving
support for these students, from Molly who received very little support, to Kristin who received
more, to Vanessa who had a tremendous amount. With less support, participants continued to
feel challenged by these students, and similar to other early childhood educators when
confronted with challenging behavior (Gebbie et. al, 2010), their overall teacher self-efficacy
was negatively impacted.

Interactions with adults. In descriptions and explanations of their management across
the year, the adults in their professional lives inevitably surfaced. For the teacher candidates, this

was with their cooperating teacher. For the case study participants, this was with co-teachers,
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colleagues, parents, and administrators. Whether it was Susan for Molly, Maria and Danielle for
Kristin, or Mrs. Bowman, Allie, or any one of the eight other team members for Vanessa, each of
the case study participants worked in a co-teaching setting. In early childhood classrooms,
working with another adult in some capacity is a reality of the field (Whitebook, 2014), and with
this comes reward and challenge (Cook & Friend, 1995; Sileo, 2011). Each of these adult
relationships brought sources of success for the participants, but were also fraught with issues
that impacted their overall teaching and classroom management. Concerns of instructional
beliefs, parity signals, noise, and pet peeves, amongst others impacted the classroom
management decisions of Molly, Kristin, and Vanessa, and thus in discussing their management,
the topic of these adults often arose.

First-year changes and stagnancy over time. As time passed from student teaching
across the months of their first year, I observed, and they described changes in their classroom
management beliefs and practices. Throughout the year, each varied in how behavioristic or
humanistic her practice was. In reflecting on the types of management practices they described
and I observed them using, Molly demonstrated humanistic tendencies, such as redirecting and
problem-solving with students in the beginning of the year, despite living within the confine of
the behavior monitoring system of the prior teacher. However, as her year passed, she moved to
more behavioristic classroom management strategies including sticker-rewards, and an increased
use of the monitoring system and related consequences/ punishments of the note system. Kristin
displayed strong behavioristic approaches to classroom management from the start with her clip
chart and school-wide rewards and consequence/ punishments, and yet, at various points in the
year, she displayed humanistic strategies including the cool-off space, always searching for

deeper meaning in behaviors, and by the end of the year, much more empowerment of her
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students. Vanessa balanced behavioristic and humanistic practices all year, but swung more in
the direction of person-centered classroom management. As the year went on, she dropped her
use of various competitive and rewards-based strategies, including the use of the clip chart
behavior monitoring system altogether.

One of the salient pieces that showed little change across the year, and that seemed to be
disconnected, if not missing, in these participants’ explanations of their classroom management,
was a consistent connection between their classroom management practices, whether PBIS or
not, and practices that contributed to building a classroom community. Within the focus groups,
most participants described their classroom management practices as distinct from community-
building practices, and regardless of very negative and exclusionary practices with children,
insisted that “there’s a really good feeling of community.” For the most part, how many of the
teacher candidates from their student teaching experiences, and then Molly and Kristin within
their first years, described classroom communities revealed what Wisneski (2005, p. 229)
describes as the “ideal community,” that is, that classrooms will only feel a sense of community
if everyone is being nice and everyone is getting along. Students who were different, or
displayed challenging behaviors, or did not fit the norms of the classroom, negatively impacted
what many of the participants described as the feeling of community within their space.
Participants, including Molly, felt badly about this. Yet, few described changing their classroom
management to address this.

Kristin presented an interesting case, as for most of the year, she described her classroom
management decisions as a separate dimension of her teaching than community-building, even as
some of her teaching and management practices worked against a feeling of togetherness all

year. Vanessa’s description of classroom management provided still another perspective, more
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in the line with researchers who support conflict resolution as a strong classroom community
practice (Blank & Schneider, 2011; Oakes et al., 2013; Souto-Manning, 2014; Wisneski, 2005).
She regularly described how her classroom management practices impacted her classroom
community by building a “culture of learning.” Instead of removing the possibility of conflict,
this culture of togetherness and problem-solving supported her students in their problem-solving
and conflict resolution. Consistently, her descriptions of classroom management practices
related to fostering a sense of community in her space, including friendship drawings, reading of
specific texts, the use of catchphrases and mantras, and specific conversations she and her
students had, amongst others.

The participants’ attitudes towards the connection between the sense of community in
their space and their classroom management decisions, whether PBIS-driven or their own,
remained consistent throughout the year, hinting that bigger contexts were impacting these
perceptions. This was because ultimately, each of the participants understood and explained
their classroom management within context, as the contexts of their backgrounds, preparation,
and current setting, amongst others, impacted their beliefs and practices. Other researchers have
revealed that the influence of context on classroom management is paramount (Emmer &
Stough, 2001). As such, the findings of the second research question illustrate this influence.

In Sum, the Second Research Question
How do the contexts of PBIS and participants’ teacher preparation shape and influence the
teacher candidates’ beliefs and practices about classroom management?

The initial contexts I set out to investigate included the contexts of teacher preparation
and PBIS settings, in which they were all situated. As the study progressed, additional contexts

seemed to have more of an impact on the participants’ classroom management beliefs and
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practices. Related to their teacher preparation, several findings emerged, relating to positive and
negative influences on these participants’ classroom management beliefs and practices. What I
discovered is that each layer built on the last in the impact it had on the teacher candidates’ and
new teachers’ overall experience, as well as their classroom management beliefs and practices.
Figure 48 outlines these concentric influences, centering around the teacher candidate- new
teacher, including the impact of teacher preparation, PBIS, the interplay between these two

domains, and outside contexts.

Outside
Contexts

PBIS

Teacher Interplay of the Two

Preparation

Teacher
Candidate-
New Teacher

Figure 51. Contextual influences on classroom management of teacher candidates & new
teachers.

Teacher preparation. All participants had gone through the same teacher preparation
program. In the focus groups, several participants repeated what some researchers explain as the
hallmark of university perspectives about teaching classroom management, that is, that fewer
discipline issues result from stronger teaching (Farkas & Duffett, 2010), which it seemed they

had heard before. They all talked extensively about using standards, especially the CCSS, to

387



drive their instruction, and felt confident in teaching with rigor and meaning. This was one area
of their preparation in which they felt solidly prepared. Each case study participant highlighted
how the focus on quality planning and instruction in her teacher preparation had impacted her
classroom management within her first year of teaching.

Molly felt that her classroom management suffered because she was unable to teach with
the CCSS, or at least teach in a more meaningful, rigorous way. When she finally went a bit
rogue in her teaching in the spring and taught with ideas from the CCSS, her students were much
more engaged, and she felt her classroom management was stronger. In small ways for her, even
earlier than this, her dynamic teaching skills were evident when she led small groups. Kristin
felt that her classroom management and community would be stronger the following year
because she would be able to better supplement her math curriculum with the CCSS and bolster
her other curricula, and from what I observed, the more she worked to differentiate her
instruction, focus on small groups, and plan more engaging lessons, the more on-task and
involved her students would be, aiding her classroom management. Vanessa’s knowledge of
CCSS helped her have one less first-year worry with the newly aligned district curriculum. This
freed her up to focus more on her classroom management and overall sense of community. Her
teaching strategies, which were meaningful and rigorous, led to fewer behavior issues and better
overall management. All three of the case study participants described feeling more proud of
their practice when using the CCSS and teaching methods that connected with what they had
learned at the university. They felt advantaged by knowing these standards, when each of their
districts across the state of Illinois were just beginning to enforce the implementation of these
standards sets. This finding indicated that for these participants, the university was at the

forefront in preparing them for this curricular change and for related meaningful instruction.
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For each participant in the study, her teaching was enhanced when she felt that her
teaching methods were working and students were learning, in line with other research studies
that have found positive correlations between these components (Knoblauch & Hoy, 2008; Hoy
& Woolfolk, 1990; Tschannen-Moran et. al, 1998). All participants remarked about student
growth over time, and not only did they find happiness in seeing how their teaching led to this
growth, they derived a sense of success and confidence from this, which strengthened their
teacher self-efficacy. From their descriptions and my observations, there was a direct correlation
between the use of more dynamic teaching practices and stronger teacher self-efficacy, in which
these teachers tended to show stronger classroom management and achieve more positive
outcomes with their students. A positive cycle ensued, as each would then describe next steps
that were more in line with strong classroom management, thus fueling stronger teaching
practices and outcomes with students. These findings mirror those of other researchers exploring
the concept of teaching self-efficacy (Bandura, 1997; Knoblauch & Hoy, 2008; Tschannen-
Moran et. al, 1998). Where their classroom management and sense of teaching self-efficacy
were most negatively affected was with students who did not demonstrate growth despite what
each was doing to support this child or who displayed challenging behavior despite their efforts
(Gebbie et. al, 2010).

Despite feeling confident about using standards to drive meaningful instruction, across
both phases of the study, participants reflected on their lack of preparation from the university
for classroom management, in general, and about the PBIS framework, specifically. Like many
teacher candidates across the country, these participants had no classroom management-specific
course in their preparatory sequence (Blum, 1994; Christofferson & Sullivan, 2015;

Hammerness, 2011). A few remembered classroom management pieces layered into their
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courses, as is common with classroom management preparation (Brophy, 2006; Hammerness,
2011; Landau, 2001; Oliver & Reschly, 2010; Stough, 2006), but the most they remembered
were a few specifics from the one or two workshops I had presented in their other courses, or
that they had learned from me in a few seminars of the clinical course I supervised. All three of
the case study participants remembered learning about the use of attention-getters to grab
students’ attention before teaching, and used these to different outcomes, and I observed Vanessa
and Molly using celebratory claps that they acknowledged learning from my course. In addition,
throughout the year, Vanessa revealed small connections she was making back to the classroom
management content she had learned with me such as “flipped lids” when talking about mirror
neurons and mimicking behavior, or the reference to learning about assessing behavior.
However, these references were minimal, because their learning about classroom
management had been sporadic and surface-level. I remembered teaching all of the participants
much more specific classroom management content both in my social studies methods course
and in the guest presentations I led, including the basics of classroom management style, the
connection between classroom management style and theory, the power of a posted daily
schedule, multiple strategies for teaching self-regulation, behavioristic and humanistic strategies
for assessing behavior, amongst other specific ideas. However, these ideas, learned sporadically
within the preparation sequence, did not seem to resurface in their first years of teaching, either
in what I observed or what they described. Interestingly, when describing their plans for their
second year, both Vanessa and Molly highlighted ideas that revealed memories of this learning at
the university, but within the context of their first-year, they had not remembered or used. These
findings speak to the work of others who have revealed the deleterious effects of sporadic

classroom management learning on future teaching, and the need for a more comprehensive
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preparation (Christofferson & Sullivan, 2015; Clement, 2002; Landau, 2001; Putman, 2009;
Stoughton, 2007).

What these new teachers did remember from their teacher preparation that related to their
classroom management was foundational. Each participant described and demonstrated love and
commitment for learning about, caring for, and being with their students. Although no one
identified one single course where they had learned about this, it seemed that each had taken
away from the fullness of their teacher preparation that relationships with students were at the
heart of all classroom communities and all classroom management decisions (Kirylo, 2012;
NAEYC, 2009; Stone, 2001). For all three of the case study participants, I observed a wonderful
rapport with students, and I saw evidence of genuine care and love for their young learners.
From hugs, to “I love you, Miss___,” to pictures they had drawn, to excitement to show her their
work, it was clear that these students also cared for each of my participants. Molly’s love for her
students is what seemed to pull her through her toughest times in her first year; Kristin’s love led
her to become an advocate for her students; and Vanessa’s love empowered her students to be
some of the most independent and happy kindergarteners I have ever observed. Learning that
relationships are at the heart of an early childhood classroom was in line with messages from
their teacher preparation and helped each participant have better classroom management overall
(Croake, 2011; Kirylo, 2012; Marzano et al., 2003; NAEYC, 2009; Stone, 2001).

While forming strong relationships with students and teaching dynamic lessons can help,
as other researchers have found (Emmer & Stough, 2001; Farkas & Duffett, 2010), for these
participants, many issues arose within each of their classrooms due to a lack of more formal
classroom management preparation. From feelings of confusion about classroom management

and PBIS within their student teaching semester, which carried over into their first-year
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experience in varying degrees, not having a solid understanding of classroom management made
it difficult for each of the participants to make sense of her own management decisions within
the other stresses of the first year. This also meant that more of what they remembered and then
drew from came from what they had learned about classroom management in field placements,
including student teaching, which is consistent with where teacher candidates nationwide feel
they learn the most about classroom management (Clement, 2002; Christofferson & Sullivan,
2015; Putman, 2009; Stough, et. al, 2015). In the focus groups, the teacher candidates
consistently cited classroom management learning from their student teaching experience that
they would most likely use, and often, these were very behavioristic practices, and every time I
asked her for connections between her practice and her preparation, Kristin reminded me that she
had learned about the up-and-down clip chart from her student teaching cooperating teacher.
Like the student teachers in Hoy and Woolfolk’s seminal study of student teachers in 1990,
several participants mentioned being uncomfortable with their cooperating teachers’ practices,
but by the end of the semester, with no better options, many planned to use these same practices
in the future; Molly and Vanessa exemplified this in their first years with the use of their
behavior monitoring systems that they had both complained about in the focus groups.

At the same time, these two participants also described observing different forms of
character education at their student teaching sites that they liked and had seen students succeed
in using, and this learning from the field carried over into their first years. While Molly was
frustrated that she did not feel able to layer in this kind of teaching, Vanessa was able to, and she
regularly addressed character education within her teaching that was similar to what she had
experienced during student teaching. Vanessa described how her cooperating teacher’s model of

balancing the use of PBIS with her own classroom management style helped her feel confident
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that she could behave similarly. These examples illustrate the “much-needed foundation” for
classroom management that Clement (2002, p. 59) discusses; yet, that so few teacher candidates,
including most participants in this study, received. Kristin also described her cooperating
teachers as providing strong models, but theirs was a model of behavioristic, top-down
management, that as Kristin used in her first year, ultimately challenged her classroom
community. Regardless of whether their classroom management models of the field resonated
with the messages of building classroom communities from their coursework, these field
experience models truly did have a very strong impact on the successes of each of the
participants’ first-year experience.

Related to their teacher preparation, overall, all three case study participants described
areas where they had wished for stronger preparation. In addition to more training for classroom
management, Vanessa felt frustrated by a lack of writing methods, Kristin felt discouraged by a
lack of practical learning in her ESL courses from the English department, and Molly felt wholly
let down by her preparation, especially at the darkest parts of her first year. Although each felt
frustrated with some parts of their teacher preparation, their preparatory program was not wholly
responsible for the aspects of these new teachers’ first years that created the most strife for them,
as the university had no control of the settings in which Molly, Kristin, and Vanessa were hired.
However, one would hope that their teacher preparation had set up a sequence of events that
would prepare each for the same chance of success regardless of job conditions they would
encounter in their first year. While each of the case study participants was a strong graduate at
the end of their program, each of their student teaching experiences would have a lasting impact
on their first-year experience, both positive and negative, and still, other contexts would have

even more of an influence.
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PBIS. In many ways, the context of PBIS within these teachers’ field experiences and
first year of teaching had a stronger impact on their classroom management decisions, because
working within this framework was the setting of the impactful field experience of teacher
preparation, as well as the setting of their first years in the field. Each of the case studies
presented variations for how closely their classroom management practices were connected to
the various components of PBIS at their sites. This ranged from little to no connection at all for
Molly, to Kristin whose practices were an exact match to the school-wide aspects of PBIS at
Monroe. Vanessa’s practice was somewhere between these two. Although, she used the PBIS
components that she felt benefitted her classroom community, she often adapted pieces that she
did not find as helpful or appropriate. However, because of the impact of the framework at her
school, she also used behavioristic practices, such as the Whole Brain Teaching scoreboard and
“guff” game, which worked oppositely from so many of her other teaching practices. Without
the presence of these components within the framework, she may not have used them.

The behavioristic influence of rewards-punishments and behavior monitoring seemed to
be present for all of the participants with or without the presence of the PBIS framework, and
this could be attributed to the long-standing role of behaviorism in schools (Bruning et al., 2011;
Freiberg, 1999). Kristin was the only participant mandated to use a clip chart behavior
monitoring system, as a part of the PBIS framework at her school, yet both Molly and Vanessa
had similar systems that they used varyingly, even though they both expressed discomfort with
using them. While none of the participants cited learning about a behavior monitoring system
during their preparatory coursework, each had seen and used one during her field experiences

within PBIS settings, highlighting the impact that this experience had on them. Other
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behavioristic components of PBIS at each school showed up in numerous ways in their
classrooms.

The influence of this PBIS context on each of these teachers’ classroom management
beliefs and practices was very dependent on the fidelity with which PBIS was implemented at
their schools. Again, while the purpose of this study was not to investigate the fidelity of PBIS
implementation, related to how the teacher candidates and new teachers made sense of the
framework, findings indicated inconsistencies with PBIS implementation. Participants’ lack of
formal preparation or training for the framework, with the exception of Vanessa, may have
impacted their interpretations, but spending times in the classrooms and schools provided
another layer of understanding to the study. From Molly’s perspective and my observations,
Field was not a strong PBIS school, as several critical components as laid out in the PBIS-SET
tool (Sugai et al., 2001) seemed to be missing, including school-wide implementation. Her
preschool classroom was allowed to be exempt from following the majority of PBIS components
at Field, amongst other missing pieces. For Kristin, on the surface, Monroe presented as a very
strong PBIS school having won various state-level PBIS designations. However, mandates to
use a behavior monitoring system with little connection to actual data collection, a lack of formal
training or support for new teachers, and a lack of focus on teaching prosocial skills, meant it
was not truly faithful to the framework either. In contrast, of the three sites, Smith Elementary
seemed to be the most faithful to the components of the PBIS framework as laid out in the SET
(Sugai et. al, 2001). Vanessa was the only participant who received formal training about how to
use the framework, which may have helped to explain why she felt so much more connected to
the school-wide aspects of PBIS than Molly or Kristin. Additionally, this was the only site

where I consistently observed the teaching of school-wide pro-social skills and the use of data to
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consistently and comprehensively inform classroom management and other teaching decisions.
From the lens of teacher candidates and new teachers, the positive outcomes associated with use
of the framework, such as the unification of academic and behavioral approaches for students
(Coffey & Sugai 2012) and improving school climate (Sugai & Simonsen, 2012), seemed to be
directly correlated with greater fidelity of implementation. This finding is consistent with other
studies focused on PBIS implementation (Molloy et al., 2013), but highlights an important lens,
as it comes from the perspective of teacher candidates and new teachers, which have before not
been considered.

How strong a presence PBIS was at their school seemed profoundly related to the
participants’ feelings of teacher self-efficacy and their own personal sense of community. While
school climate and teacher burnout were not original foci of the study, another important study
finding connected the fidelity of PBIS implementation with the participants’ overall first-year
experience. At Field, where a school-wide effort was lacking, Molly felt disconnected and
disengaged, and she questioned staying in the field. At both Monroe and Smith, where there
were more faithful implementations of the framework, both Kristin and Vanessa seemed to be
more invested in their school communities, as well as more committed to using PBIS
components. For Kristin and Vanessa, their descriptions and my observations revealed a more
positive school climate in their settings that fostered collaboration, care, and support of all people
within the building, including the adults. This finding relates to the work of others, who have
found that with stronger use of the PBIS framework, outcomes include more positive school
climates (Wasilewski, Gifford, and Bonneau, 2008) and decreased levels of teacher burnout

(Ross, Romer, & Horner, 2012). These feelings of a positive school climate and less teacher
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burnout directly impacted every aspect of these participants’ classroom management of their first
year.

However, findings from this study did not indicate that correlation between the presence
of the framework and these positive outcomes was solely attributable to the PBIS framework, or
instead due to other possibilities. For these three participants, that which was impactful for their
first-year experience was whether classroom management and teaching norms were provided and
then supported at a school-wide level. These findings point to the impact of the school-wide
presence of an approach, as this is what seemed to bind together Kristin and Vanessa’s classroom
management experiences in their first year, in a way that was very different than Molly’s.
Because Kristin was mandated by her administration, and then strongly supported by her grade-
level team, to use many of her classroom management strategies, she used them and felt
confident in doing so. Because of administrative oversight and school-wide support of her
classroom management practices, Vanessa used her management strategies and felt similarly.
However, without any administrative presence or consistent grade-level support, Molly felt less
than confident in using her classroom management strategies.

As such, although the addition of the PBIS framework may have changed the status quo
related to classroom management in American schools because it promoted a school-wide
approach to addressing classroom management (Sugai & Horner, 2002), it did little within the
classrooms of this study to change the status quo of traditional behavioristic classroom
management practices, to which the work of Johnston et al. (2006) alludes. Instead,
behavioristic practices were just subsumed within the framework’s components. What seemed

to be the most powerful aspect of PBIS for these three new teachers was the school-wide effort,
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as the context of school-wide norms seemed to be a stronger influence on these new teachers’
classroom management beliefs and practices than any one aspect of PBIS.

The interplay of these two contexts. Where the two investigated contexts of teacher
preparation and PBIS interacted became a context in and of itself, and had a stronger impact on
the participants’ experiences than either context alone. In many ways, the interplay of these two
contexts led to the predictable “two-worlds pitfall” once again, as messages from teacher
preparation about classroom management for these participants seemed to sharply contrast with
messages of the field (Anagnostopolous, Smith, & Basmidjan, 2007; Feiman-Nemser &
Buchmann, 1983; Smith, 2007; Smith & Avetisian, 2011; Zeichner, 2010). Adding to the
literature, in this study, this pitfall related to PBIS settings, and it was not just present for the
student teaching semester, but also within the first-year experience. For the focus group
participants, being firmly rooted in the “two-worlds pitfall” was a strong finding from their
experiences, and having lived within this pitfall with little support to analyze and confront their
discomforts, many of the participants displayed uncertainty with their future plans.

Within the yearlong phase of the study, Molly and Vanessa continued to feel the pitfall’s,
as anxieties and pressure resulting from conflicting messages persisted. For Molly, living within
the pitfall brought tremendous stress, leading her to question her decision to become a teacher.
In contrast, Vanessa’s experience in the pitfall was what Feiman-Nemser and Buchmann (1983/
1985) would have hoped for, as she had layers of support to help her analyze and confront her
discomfort. Alternatively, Kristin was the only participant who seemed unaffected by the
conflict of competing messages about classroom management, even though she was also firmly
positioned within this “two-worlds pitfall.” I knew that she had heard contrary messages in her

teacher preparation to the purely behavioristic messages of her field experiences, similar to
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Molly and Vanessa, because I had been a faculty member presenting these ideas to her. Yet, the
impact of her field experiences seemed to have a much stronger influence on her first year of
teaching. However, the label of having “premature closure” applied to Kristin because the
novice judgments and understandings she developed about classroom management during
student teaching, that were purely top-down behavioristic models, were consistently reinforced
by rewarding messages from those in the field, leading her to accept these as normal (Feiman-
Nemser & Buchmann, 1985, p. 63). Without any challenge to reconsider these practices, Kristin
continued to hear rewarding messages from her colleagues and administrators when messages at
Monroe mirrored those from her student teaching experiences. For Kristin, her field experiences
were her university experience, and because the norms of Monroe were so similar, to her, they
mirrored her university experience. Living in the “two-worlds pitfall” brought her little stress
and seemed like a normal place to be, which Feiman-Nemser and Buchmann (1983) caution as
one of the main problem of pitfalls in teacher preparation because it perpetuates the status quo
without critical reflection. Without a strong background in classroom management or a
consistent focus on questioning classroom management practices during student teaching, she
simply accepted the messages of the field as her norm, and this carried over into her first year.
The impact of outside contexts. The reason for the big variation in outcomes for each
participant was because, more than the impact of their teacher preparation or the nuances of the
PBIS framework within their schools, or even the interplay of these two, in their first-year
experience, other contexts seemed to have a much stronger effect on their classroom
management practices and their abilities to establish a sense of community with their classrooms.
Similar to the narrow-focus that most teacher candidates have on classroom management

(Kaufman & Moss, 2010), I naively entered these classrooms believing that I could isolate
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discoveries related to specific classroom management practices, and the impact PBIS had on
these. However, I quickly realized that a multitude of other contexts were having just as strong
of an impact, if not stronger, on the classroom management beliefs and practices of these new
teachers, including their personalities and personal backgrounds, their roles as early childhood
educators, their roles as new teachers within their buildings, the contexts of their larger school
communities, and the confluence of all of these, amongst others.

The contexts of their personalities and personal backgrounds played a big part in
affecting whether their classroom management beliefs and practices aligned with PBIS and
whether they felt the push and pull of being in the “two-worlds pitfall.” Although all three case
study participants had graduated from the same program that placed a heavy emphasis on
reflection and introspection, so much that Molly complained that it had been too much of a focus
at the university, they varied in how reflective their daily practice was. The context of reflection
greatly impacted their classroom management decisions and their overall feelings of teacher self-
efficacy. Consistently, Molly and Vanessa displayed behaviors in action, or in later discussion,
that demonstrated that they were thinking critically about their practice as new teachers.
Throughout the year, they mentioned connections between their classroom management and
other teaching practices and their teacher preparation, and this made them pause. Although
Molly failed to put consistently these reflections into action, Vanessa did. In contrast, especially
in the beginning of the year, Kristin displayed a level of confidence that seemed to stop her from
thinking more critically about her practice, and with no mentor or coach to guide her, this self-
assurance contributed to her quick acceptance of classroom management practices that may not

have been her own (Feiman-Nemser & Buchmann, 1985).
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In addition, each participant operated within the world of early childhood education,
which in many ways influenced their classroom management and overall experiences within
their schools. Each of the participants felt that teaching at the youngest grades impacted what
they could do in their classrooms because it allowed them freedoms that other grade levels did
not receive, but at times this also made them feel isolated. With classroom management,
Vanessa explained that, “kindergarten does its own thing,” and each participant cited similar
reasons for teaching in ways that were dissimilar from the rest of the school. Molly, whose
preschool practices were very different from those used at other grade levels, often felt isolated
because she and her class were often not included in the functioning of the rest of the school. An
example of this was Molly’s experience with securing services for her preschool students with
challenging behavior.

Other contexts related to the adult facets of the school community. This included the
context of their positions. Molly as the “sub,” Kristin as the “newbie,” and Vanessa, both as a
lead and assistant teacher, each of these roles impacted their classroom management beliefs and
practices. For Kristin, being the newest member of the team meant she coalesced with team
decisions even when she did not want to, such as with her classroom rules or the structure of
indoor recess. For Vanessa, her dual roles highlighted ways that she had to both establish her
own classroom management decisions and negotiate following along with someone else’s. For
Molly, the label of the “substitute” dramatically impacted her feelings of teacher self-efficacy
and self-worth, because within this role, she felt wholly incapable of changing classroom
management practices with which she disagreed.

The additional outside contexts of administrative, collegial, and mentorship support, and

their roles as co-teachers, also played dramatic roles in impacting these three participants’ first-
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year experience, as well as their classroom management beliefs and practices. Amazingly,
within these contexts, each case contrasted with the next, highlighting how one aspect of a new
teachers’ experience dramatically impacts every aspect of their practice, including their
classroom management (Emmer & Stough, 2001). Whether these participants were able to build
their classroom communities was not as much dependent on the specific classroom management
approaches or components of PBIS in their settings, but more on the confluence of these
contextual aspects. Isolating the impact of any one context without consideration of the others
was difficult; these participants’ classroom management beliefs and practices existed within
these larger contexts encircling them. Realizing this is what led me to use metaphors (Miles et
al., 2014) to capture the essence of their practices, and the chapter titles and subheadings within
the year-in-life sections of their chapters highlighted the phrases that best illustrated these
shifting perceptions of self and practice throughout the year.

In establishing the norms of a school, the role of administrators at their schools
dramatically influenced each of the participant’s first-year experience. The contexts of Kristin’s
background experiences with the clip chart and the pressure of school-wide norms, regardless of
PBIS, seemed to have a stronger impact on her classroom management decisions than anything
else. Her practices were bolstered by Monroe’s school-wide norms established by the
administration and her colleagues, and her personality conveyed surprising self-assurance and
less reflective properties than the other two participants. Kristin used the behavioristic classroom
management practices that closely aligned with the PBIS framework at Monroe, but these
practices did not always lead to positive outcomes for her students, and because of this, her

ability to establish a sense of community was compromised. However, her commitment to her
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students as individuals seemed to alternatively contribute to a sense of togetherness and
acceptance.

In sharp contrast, Molly described varying perspectives about her classroom community
throughout the year, from feeling like her community was less-than because of “high-fliers,”
referring to her students with challenging behaviors, to an end-of-year reflection that there had
not been a sense of community within her classroom because she had not had a hand in creating
it. For Molly, part of the reasons her classroom management practice did not line up with PBIS
at Field was due to the seemingly spotty implementation of the framework there. With this low
level of implementation, a total lack of administrative or collegial support, and figuratively and
literally, “no drawer in the teacher desk” for Molly by mid-year, it seemed that there was no
clear space for her to create a new teacher identity. Overall, it seemed she relied on behavioristic
practices because she did not feel efficacious in her teaching. Like Kristin, she had little to no
support either to analyze her experiences or give her the boost of confidence she needed to push
back. Additionally, her sad acceptance of her role as a substitute seemed to aid in making it easy
to accept the status quo, even if it was not appropriate for children, and she disliked it. Despite
her firecracker personality seen in teacher preparation, and despite any PBIS pieces at Field, the
biggest challenge of Molly’s first-year experience related to the contexts of the larger adult
community. The many stressors she experienced in her first year prevented her from attending to
her classroom management and community-building.

The third perspective from this study revealed another new-teacher reality. The school-
wide norms at Smith established by administration and faculty, as well as the tremendous
collaborative support Vanessa received in reflecting upon and analyzing her practice, seemed to

have more influence on her practice than anything else. Influenced by the PBIS- and non-PBIS
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related school-wide norms and her own personality traits, Vanessa was the only participant who
received constant feedback about her practice. With this, her teaching identity and sense of
teacher self-efficacy grew, and her classroom management practices seemed to support this. For
Vanessa, her team was one of the most important aspects of her first year. Throughout my
interactions with her, she consistently described herself in a “we” mentality. Unlike Molly, who
felt so alone, and whose language was often “I” and “them,” and Kristin who described practices
that she did to and for the students, Vanessa consistently used the terms, “we” and “us” when
talking about both her students and her team members. Although it appeared at times that she
used her Kindergarten team as her voice, I observed the individuality they each brought to the
team, and the consensus-driven ways in which they interacted. I posit that her use of “we”
versus “I” was because she saw herself as a part of the many layers of community at Smith,
including within her classroom, her grade level, and within the larger school. Additionally, the
“culture of learning” mindset at Smith, supported by the Smith administration, seemed to have
been strongly instilled in her and contributed to her feeling a sense of community at the school.

Considering these additional contexts for these first-year teachers, big questions have
surfaced. How can teacher educators and administrators expect new teachers to focus on
classroom management if other contextual influences overwhelm them, such as a lack of
administrative support, a lack of mentorship, or a lack of a supportive teaching team? From
these bigger themes of administrative support and mentorship, amongst others, how can teacher
educators and administrators expect new teachers to navigate and bridge the “two-worlds pitfall”
in relation to classroom management? How can teacher educators and administrators expect

first-year teachers to build democratic classroom communities, if they do not feel a part of a
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community themselves? These questions drive how I reflect on the work of this study and my
next steps.
Reflection: My Dissertation Within the “Two-Worlds Pitfall”

I conducted this study within these varied contexts and amid these rising questions. The
role that my background played presented moments of happiness and pride, and tensions and
disappointments. To me, classroom management is an integral part of every teacher’s practice,
and it felt rewarding to see the impact that these participants’ management decisions had on so
many aspects of their practice. I naively entered this research singularly focused on classroom
management, PBIS, and feelings of community. However, through the prolonged engagement,
my prior relationships with the participants, and my analyses and interpretations of what I was
learning across this yearlong study, I walked away feeling overwhelmed and challenged by the
magnitude of what I had experienced as a researcher. Because of my all-encompassing view of
classroom management, as well as the countless other side stories that were revealed, it has been
very challenging to narrow my focus in order to write up these findings, and I know that there
have been stories and angles left untouched. Through working with each participant, my
understandings of classroom management, PBIS, and school-wide functioning were
tremendously enhanced, and this is what I have attempted to portray in this dissertation. Yet,
these side stories, especially related to the various adult contexts impacting these participants’
first-year experiences, have not been forgotten. They help to inform my next steps.

The previous relationships which I had with each participant played critical roles in the
study. As I wrote in Chapter III, the relationships I had with all of the participants and
specifically Molly, Kristin, and Vanessa, fostered entrée into classroom worlds and information

about first-year experiences in ways that an outsider could not have accessed, but this also
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created tensions. Having known me as their professor and known that my classroom
management beliefs tended to be more humanistic, Vanessa and Molly both displayed
discomfort, especially in the beginning of the year, with sharing some of their behavioristic
practices with me. Even when I worked to be expressionless and put my beliefs to the side, I
sensed that they believed that I disapproved of their behavioristic practices, especially their
behavior monitoring systems. Kristin, whom I had not taught in a course nor supervised in the
field, seemed less inhibited by these feelings. Additionally, all three seemed to defer to me as
their professor or consider me as a coach when I came to observe, as they regularly asked for my
feedback and analysis after observations, which I had predicted would be the case.

Although many of the teaching practices I observed in their classrooms made my teacher
heart happy from both a teacher educator and an ECE teacher perspective, there were just as
many that made me uncomfortable. Sitting next to Molly as she sat crying in my office,
observing Kristin publicly shaming students by announcing their clips’ placement on the chart,
and feeling attacked by Vanessa’s co-teacher, Allie, when she wanted my input on a student’s
cheating behavior, these were all experiences that made me uncomfortable in the moment, and
even after, in writing about them. However, in the moment, it was not appropriate for me to
share this feedback with my participants, even when they asked for it, because I was hesitant to
influence the results of the study. I was very cautious because I felt passionately about telling
their stories as they were seeing it (Stake, 1995), and yet I recognize that with each decision I
made in telling their stories, I revealed a bit about them and a bit about me as the ethnographer
(Wolcott, 1994). As a qualitative researcher, I cannot separate myself from the interpretations I

share (Glesne, 2011).
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I struggled with my researcher role throughout the study because more than anything, and
especially in the moments of success and discomfort, I wanted to jump into the classroom
happenings, yet, I sat on the sidelines with my researcher notebook. Because of my worry about
role, I carry a tremendous guilt that throughout the year of the study, I left Molly, Kristin, and
Vanessa without the guidance they were seeking. I carry with me that I played a hand in Molly
securing her first-year teaching position that turned out to be less than ideal, that I left Vanessa’s
pleas for how to remove her clip chart hanging in the air, and that I never revealed true and
honest responses to Kristin’s questions for analysis of her classroom practices, especially related
to her reliance on worksheets, whole group instruction, and her clip chart.

Through my discomfort, along with the length of time that I have worked on this
manuscript, new learning about classroom management, PBIS, classroom communities and
myself have emerged. I entered the study with a very singular focus, with an outlook that was
influenced by my past, and through watching each of these participants’ triumphs and struggles
and negotiating my own reactions to them in telling their stories, I have left the work a different
person. To quote Ruth Behar, I have become a researcher, “who has come to know others by
knowing herself and who has come to know herself by knowing others” (1996, p. 33). In the
beginning, with the simmer of a slow-burning fire underneath, I intended to take the role of an
advocate (Stake, 1995) in order to reveal issues and problems with the PBIS framework and
classroom communities. Yet, [ have left this work with less intensity to do this. I have come to a
place of understanding and acceptance that realities of early childhood classrooms and classroom
communities can include more of a balance between humanistic and behavioristic classroom

management approaches, including PBIS. Growing with my participants helped this to happen.
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Regardless of the discomfort or remorse I felt at times during this study, a hope from the
start has been that through participating, each participant would feel a sense of support and
mentorship that could have lasting impacts on their senses of teaching self-efficacy and create
positive student outcomes. Ultimately, across the year, I believe that this was achieved. I
formed a stronger relationship with all three of these new teachers that persists today (Emerson
etal., 2011; Glesne, 2011), and each demonstrated in the year of the study that our conversations
were helpful in some way. From being a sounding board for Molly’s first-year struggles, to
providing a counter perspective related to her use of the clip chart for Vanessa, to sharing ideas
with Kristin that she put into practice, it seemed that my relationship with each provided them
with something they needed in their first year of teaching.

Next Steps

In conclusion, I end my dissertation with the final research question, and I consider the

direction that this work will take me in my years to come.

Into the Future, the Third Research Question

What are the implications for policy and practice both in PreK-12 settings and teacher
preparation programs?

In reflecting on the process of this research, I have realized that my words have provided
a representation of the lived experiences of these teacher candidates and new teachers, but my
writing can never illustrate the fullness of their experiences. The sociologist, Ken Plummer once
wrote, “All social science—including life stories—are only partial selections of realities. There
is always much going on behind the scenes that are not told. Here we have the inevitable bias,
the partiality, the limits, the selectivity of all stories told” (as cited in Wolcott, 2010). While

these are only the stories of twelve total participants, three quite in-depth, it is my hope that they
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will resonate amongst many audiences, including those of teacher educators, district
administrators, teacher candidates, new teachers, and the larger research field.

Implications for teacher preparation. Exploring the perspectives of these teacher
candidates and new teachers illuminates areas of strength and weakness within early childhood
teacher preparation. The findings of this study point to a persistent and critical need for better
preparation for classroom management in line with a continued call from others in the field
(Blum, 1994; Clement, 2002; Hammerness, 2011; Liston et al., 2006; Tal, 2010; Stough et. al,
2015). While teacher education programs cannot control the settings in which their graduates are
hired, they can control the content embedded in their preparatory sequences and ensure that all
graduates have a stronger foundation in classroom management. There are many models for the
delivery of this content (Eisenman, Edwards, & Cushman, 2015; Liston et al., 2006), but ideally,
an embedded course or coursework that aligns with concurrent field experiences, along with
consistent and persistent discussions about classroom management, can do much to bring the
theoretical and practical together (Putman, 2009; Tal, 2010). When teacher candidates can
confidently analyze and describe classroom management that they are observing in the field, the
easier it is for them to develop their own classroom management beliefs and practices
(Stoughton, 2007; Tal, 2010), as well as negotiate potential pitfalls that exist (Feiman-Nemser &
Buchmann, 1983/ 1985).

Coursework must acknowledge the multitude of theories underlying classroom
management, instead of focusing on just one (Landau, 2001), and PBIS should be amongst the
frameworks, approaches, and strategies that are covered (Hemmeter et al., 2006). Teacher
preparation must awake to the reality that, at least in the state of Illinois, teacher candidates and

new teachers are working within PBIS settings. If the values and practices of PBIS are not in
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line with beliefs that early childhood programs hold of inclusive classrooms built on democratic
beliefs (NAEYC, 2009), then teacher education programs should become more intentional with
what they are teaching about classroom management. More robust teaching of past and current
classroom management approaches, including PBIS, means less time for a teacher candidate or
new teacher to figure out these critical decisions in the moment. Much of these participants’
time in student teaching and in the fall of their first year was spent trying to figure out the
various systems of their settings and how this aligned with their own classroom management
beliefs. Having a better understanding from the start can help. Additionally, more training and
support for working with students with challenging behaviors is warranted (Tillery et al. 2010),
especially in the early childhood years (Hemmeter et. al, 2006). More experience with students
who exhibit challenging behaviors and learning how to support these students can and should be
built into general education field experiences and concurrent coursework (Hemmeter et. al, 2006)
to improve new teacher classroom management practices and outcomes for students.

This study’s findings point to additional areas of teacher preparation that can and should
be enhanced, especially those related to the professional educator aspects of becoming a teacher.
Teacher preparation sequences should include explicit coursework and field experiences that
focus on working with co-teachers, teaching teams, and administrators (Holland, Eckert, &
Allen, 2014), especially those at the early childhood levels, including how classroom
management impacts these relationships. Again, these are areas over which the university has
little control once candidates graduate. Yet, engaging in scenarios, role-playing, and critical
analysis of these aspects of being a teacher can do much to prepare teacher candidates for these

experiences once graduated. A continued focus on developing the traits of a reflective
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practitioner and guiding teacher candidates to know how to problem-solve their own professional
issues can also do much to support new graduates once in the field (Holland, 2014).

Implications for the field. Multiple findings in this study provide insights into areas in
which districts and schools can do a better job of supporting teacher candidates and new
teachers, as well as in-service teachers, while using the PBIS framework. The first implication
relates to support for teacher candidates who are in schools annually for field placements. None
of the teacher candidates in this study received formal training about the PBIS frameworks of
their schools, even though the framework and its related practices played such an important role
in their student teaching experiences. While workshops or trainings may not be feasible each
semester for teacher candidates, a single-page handout, handbook, or website could do much to
help inform teacher candidates about this important facet of the school, making candidates
stronger team members and enhancing their teacher preparation experiences.

Additionally, districts and schools must find ways to better support new teachers,
especially related to classroom management. The findings from this study point to
inconsistencies that new teachers experience. Stronger preparation for administrators that
focuses on the needs of new teachers, including those teachers in substitute roles, especially
about support and feedback, is critical in helping address teacher burnout and more positive
outcomes for students. A more concerted focus on mentorship, whether paid or unpaid, for new
teachers is essential, and opportunities for mentorship abound (Clement, 2002; Feiman-Nemser,
2003; Teague & Swan, 2013). At so many points across the year, Vanessa’s classroom
management and overall teaching were enhanced because of the support and mentorship she
received, while Kristin struggled at times without having someone who consistently provided
feedback, and Molly floundered with a lack of mentorship and support. The positive outcomes
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from mentoring that Vanessa and Kristin experienced align with those findings found by
Ingersoll and Strong (2012) in their empirical review of studies about new teacher induction and
mentoring. Vanessa’s experience of having a paid, district mentor may be unrealistic within
some districts because of budgetary constraints. However, the use of an in-house mentor, like
Danielle was for Kristin, but set up in a more formal way, such as how Sarah was for Vanessa,
could do wonders to support all new teachers. No new teacher, whether in a substitute role or a
permanent role, should be left without some sort of mentorship or coaching support within their
first year, as Molly was in her first year, and has been documented as the reality of countless
other new teachers in the literature since the 1970°s with work of Lortie and others (Ingersoll &
Smith, 2012).

A final implication for districts and schools relates to the increased use of the PBIS
framework as a school-wide approach to classroom and behavior management. The work of
others has revealed areas of weakness in in-service teacher and administrator knowledge of
classroom management (Clement, 2002; Stough et al., 2015). Because many school
administrators may likely have had spotty classroom management preparation themselves, it is
critical that administrator preparation programs also attend to classroom management
coursework that focuses on school-wide approaches. This type of classroom management
preparation should include information about the PBIS framework, but not be limited to this one
model. When administrators have a better understanding of classroom management themselves,
they can do much to support all teachers, including new teachers (Clement, 2002).

In addition, administrators should consider the types of classroom communities they are
fostering within their schools through their use of various classroom management approaches

(Clement, 2002). Ifusing the PBIS framework, then care should be taken to use it with fidelity
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and with proper training and support for all teachers (Molloy et. al, 2013). However, a critical
analysis of use of the framework should also be encouraged. In the case of these participants, the
school-wide aspect of the reward-violations systems of PBIS pulled them away from dynamic
and meaningful instruction that each was trying to implement, especially as it related to how
much instructional time was spent monitoring behavior, passing out rewards, and allowing use of
the school’s rewards cart. Related to this, principal preparation programs and continued
principal professional development should include a critical analysis of the ways that students
are included and excluded by practices within any specific approach, such as those used within
the PBIS framework. Administrators should also be prepared for and then supported in
searching for school-wide alternatives that focus on building classroom communities without
punishment and exclusion (Clement, 2002; Lawrence & Hinds, 2016).

Implications for research. Because there has been a lack of research acknowledging the
voices of teacher candidates and new teachers in the growing use of PBIS frameworks, this
research should add significant new information to the research literature. Reading the tensions,
frustrations, successes, and disappointments of teacher candidates and new teachers using the
framework of PBIS and describing their classroom management does much to add to the
dominance of quantitative studies on the topic (e.g. Horner et al., 2009; Miramontes et al. 2011;
Molloy et al., 2013; Ross et al., 2012; Spaulding et al., 2008; Sugai et al., 2000). This work also
contributes to the growing body of data that points to inconsistencies in school-wide and class-
wide PBIS implementation, as well as issues within the framework connected to training,
support, and overall usability concerns (Handler et al., 2007; Fallon, McCarthy, & Hagermoser
Sanetti, 2014; Molloy et al., 2013). Additionally, following graduates into their first year of
teaching has provided new insights into what happens to the classroom management practices of
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teacher candidates as they become first-year teachers and reveals changes in classroom
management beliefs and practices that are more deeply affected by external contexts, of which
teacher preparation has only so much control. The stories of these new teachers can do much to
encourage further research from the perspectives of the users of PBIS, such as practicing
teachers and students.
My Next Steps

After conducting this study, I am left with additional questions and areas of related
research that most interest me. I plan to continue working to tell the many stories of this study’s
new teachers, including those of the various contextual influences on their first year.
Subsequently, following up with Molly, Kristin, and Vanessa to see where they are today, after
their third year since graduation, in their beliefs and practices about classroom management is
very intriguing to me. On a personal level, I have grown to care about each of them deeply, and
on an academic level, there are no longitudinal studies examining teacher beliefs and practices
regarding classroom management for this length of time. Finding out whether Molly left the
field of teaching or moved to a new school and whether she put her beliefs into practice...or
whether Kristin moved away from her dependence on the clip chart with stronger teaching
methods...or whether Vanessa put her clip chart away for good or became a new-teacher mentor,
my curiosity is piqued. In addition, knowing that early childhood graduates from my institution
now have much more preparation for classroom management embedded across clinical seminars
and in courses that I have led, I would be intrigued to replicate parts of the study to see if the
outcomes change with stronger classroom management preparation.

As aresearcher, I plan to continue investigating user perspectives of the PBIS

framework. I am intrigued by the work of Farmer and her colleagues (2016) related to
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investigating student perceptions of classroom community using drawings. Linking up their
model of investigation with students in schools implementing the PBIS framework could do
much to illustrate student perspectives about classroom community in these settings.
Additionally, the topic of how teacher candidates and new teachers negotiate family-professional
collaborations, as they relate to their classroom management approaches also intrigues me. The
theme of family-professional collaborations surrounding classroom management concerns arose
within this study, and I would like to explore this more deeply in subsequent work.

Molly’s cry that the university had not prepared her for the professional aspects of
working in the school, versus the easy way that Kristin seemed to navigate these aspects, as
compared to the very adept ways that Vanessa navigated them in her practice have also piqued
my interest. What role did their teacher preparation play in affecting these important first-year
outcomes? Subsequent research into teacher candidate attitudes and feelings of preparedness
related to working with adults in schools is an area I would be interested in exploring as well.

The one aspect of PBIS that is most connected to a balance of humanistic and
behavioristic classroom management strategies relates to the teaching of prosocial skills.
However, this was an area that Molly and Kristin rarely addressed. In Vanessa’s practice, her
focus on building self-regulation and self-reliance led to numerous positive outcomes for both
her students and her. Preparation for addressing social-emotional needs and the teaching of
prosocial skills, including problem-solving and conflict resolution are topics that I am also
interested in continuing to pursue. How can teacher preparation programs better prepare teacher
candidates to be focused on this critical component to aid in their building of classroom

communities?

415



In my soul, I am an educator, and as such, my immediate next steps relate to my practice
as a preparer of early childhood and elementary teachers. I plan to continue to seek out ways to
make learning about classroom management and the PBIS framework, and how to fuse these
aspects together in building classroom communities meaningful, practical, realistic, manageable,
and concurrent with experiences my teacher candidates are having in the field. Adding in how to
do this within the contexts of working with other adults will also be what I bring into my work.
Discussing critical discourses related to classroom management, the blending of classroom
management theory, covering the basics, and thinking about student perspectives, do much to
inform a course or series of experiences that [ would like to create for my early childhood
department.

In Conclusion

The stories of these teacher candidates and new teachers reveal that classroom
management continues to be one of the murkiest in concept, most difficult to describe, and often
least-taught aspects of teacher preparation, and yet it continues to impact whether a new
teacher’s day will be fraught with smiles and engagement or frustrations and lack of learning.
When new teachers are poorly prepared in classroom management concepts, and are then
confronted with a framework in the field that mandates components of their management as a
part of a school-wide effort, they can feel supported when these components align with what they
have learned or if they have a guide by their side. However, if these mandates contradict the
little bit of learning that these new teachers had related to classroom management in their teacher
preparation, and no one helps them to process their questions, it can be difficult for them to know
what to do. PBIS is one such framework that consists of a school-wide effort towards addressing

classroom practices, including a new teacher’s classroom management.
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After spending time with these new teachers, it seems evident that the framework does
not guarantee that new teachers will have strong classroom management or feel able to build a
sense of classroom community within their spaces, just as it does not guarantee that new
teachers, themselves, will feel that they are a part of a community. On its own, the framework
offers components that should help in establishing a sense of community within classrooms.
However, individual classroom communities and the new teachers building them are impacted
by any number of contexts that are related and unrelated to what new teachers learned in their
teacher preparation and the framework of PBIS, in which they are teaching. In many ways, these
contexts can have a stronger impact on a new teacher’s classroom management than either her
teacher preparation or the various components of the PBIS framework. Additionally, the
question must be asked, for these three participants and all teachers using PBIS, whether the
framework, itself, positively impacts practices, or whether having a school-wide approach does.
Ultimately, the benefits that this study’s new teachers experienced by teaching in schools using
the framework seemed to come from the school-wide aspect of it, specifically. Importantly, this
indicates that any school-wide approach where there is administrative, teacher, student, and
parent buy-in can help create feelings of community, significance, and belonging within a
school. When specific teaching practices related to PBIS still encourage traditional behaviors
that include the teacher as a “manager” and punitive, top-down, exclusionary practices, and when
these measures do not seem to produce gains for all students, distract from teaching, and prevent
teachers from building a sense of community, then for the benefit of all parties, especially new

teachers, hopefully, these new teachers’ stories can provide insights into alternatives.

417



REFERENCES

Adams, D. (2011). Positivism goes to School: Positive behavior supports from a disability
studies lens. Paper session presented at the annual conference of the Society of Disability
Studies. San Jose, CA.

Alderman, M. K., & MacDonald, S. (2015). A self-regulatory approach to classroom
management: Empowering students and teachers. Kappa Delta Pi Record, 51(2), 52-56.

Anagnostopoulos, D., Smith, E., & Basmadjian, K. (2007). Bridging the school/ university
divide: Horizontal expertise and the “two-worlds pitfall.” Journal of Teacher Education,
58(2), 138-152.

Ashton, P. T., & Webb, R. B. (1986). Making a difference: Teachers’ sense of efficacy and
student achievement. New York: Longman.

A Blog About School. (2009, October 8). Behavioral, yes. Positive and supporting? Maybe not
[Blog post]. Retrieved from http://ablogaboutschool.blogspot.com/2009/10/what-follows-
is-text-of-letter-i-am.html

Bandura, A. (1997). Self-efficacy: The exercise of control. New York: W. H. Freeman.

Battistich, V., & Hom, A. (1997). The relationship between students’ sense of their schools as a
community and their involvement in problem behaviors. American Journal of Public
Health, 87(12), 1997-2001.

Behar, R. (1996). The vulnerable observer: Anthropology that breaks your heart. Boston:
Beacon Press.

Bigham, S. G., Hively, D. E., & Toole. G. H. (2014). Principals’ and cooperating teachers’
expectations of teacher candidates. Education, 135(2), 211-229.

Blank, J., & Schneider, J. (2011). “Use your words”’: Reconsidering the language of conflict in

418



the early years. Contemporary Issues in Early Childhood, 12(3), 198-211.

Blum, M. H. (1994). The preservice teacher’s educational training in classroom discipline: A
national survey of teacher education programs. (Unpublished doctoral dissertation).
Temple University, Pennsylvania.

Bornstein, J. (2015). “If they’re on Tier 1, there are really no concerns that we can see”: PBIS
medicalizes compliant behavior. Journal of Ethnographic and Qualitative Research, 9(4),
247-267.

Boutte, G. (2008). Beyond the illusion of diversity: How early childhood teachers can promote
social justice. The Social Studies, 99(4), 165-173.

Bower, J. (2010, October 21). Primitive moral development: PBIS [Blog post]. Retrieved
from http://www.joebower.org/2010/10/primitive-moral-development-pbis.html

Brophy, J. (1999). Perspectives of classroom management: Yesterday, today, and tomorrow. In J.
H. Freiburg (Ed.), Beyond behaviorism: Changing the classroom management paradigm
(pp. 43-55). Boston: Allyn-Bacon.

Brophy, J. (2006). History of research on classroom management. In C. M. Evertson & C. S.
Weinstein (Eds.), Handbook of classroom management: Research, practice, and
contemporary issues (pp. 17-43). Mahwah, NJ: Lawrence Erlbaum Associates.

Bruning, R. H., Schraw, G. J., & Norby, M. M. (2011). Cognitive psychology and instruction.
5th Ed. Boston: Pearson.

Cakmak, M. (2008, March). Concerns about teaching process: Student teachers’ perspective.
Educational Research Quarterly, 31(3), 57-77.

Calkins, L. M. (2003). Units of study for primary writing: A yearlong curriculum. Portsmouth,

NH: Heinemann.

419



Capizzi, A. M. (2009, November). Start the year off right: designing and evaluating a supportive
classroom management plan. Focus on Exceptional Children, 42(3), 1-12.

Center for Mental Health in Schools at UCLA. (2011, February). Moving beyond the three tier
intervention pyramid toward a comprehensive framework for student and learning
supports. (Center Policy Brief). Retrieved from
http://smhp.psych.ucla.edu/pdfdocs/briefs/threetier.pdf

Chesley, G. M., & Jordan, J. (2012). What’s missing from teacher prep. Educational Leadership,
69(8), 41-45.

Chitiyo, M., May, M. E., & Chitiyo, G. (2012). An assessment of the evidence-base for school-
wide positive behavior support. Education and Treatment of Children, 35(1), 1-24.

Christofferson, M., & Sullivan, A. L. (2015). Preservice teachers’ classroom management
training: A survey of self-reported training experiences, content coverage, and
preparedness. Psychology in the Schools, 52(3), 248-264.

Clement, M. C. (2002). What cooperating teachers are teaching student teachers about classroom
management. The Teacher Educator, 38(1), 47-62.

Clement, M. C. (2010, Fall). Preparing teachers for classroom management: The teacher
educator’s role. The Kappa Delta Bulletin, 77(1), 41-44.

Coffey, J. H., & Horner, R. H. (2012). The sustainability of school wide positive behavior
interventions and supports. Exceptional Children, 78(4), 407-422.

Committee for Children. (2017). Second Step SEL Program suite. Retrieved from
http://www.cfchildren.org/second-step/second-step-suite.

Cook, L., & Friend, M. (1995). Co-teaching: Guidelines for creating effective practices. Focus

on Exceptional Children, 28(3), 1-16.

420



Cramer, E. (2010). Co-teaching. International Encyclopedia of Education (Third Edition).
Oxford: Elsevier.

Creswell, J. W. (2012). Educational research: Planning, conducting, and evaluating quantitative
and qualitative research (4th ed.). Upper Salle River, NJ: Pearson.

Creswell, J. W. & Miller, D. L. (2000). Determining validity in qualitative research. Theory into
Practice, 39(3), 124-130.

Critchfield, T. S. (2015). PBIS may not qualify as classical applied behavior analysis. So what?
Behavior Analysis in Practice, 8(1), 99-100.

Croake, J. W. (2011, October-December). A review of ‘children: the challenge.” American
Journal of Family Therapy, 39(5), 456-457.

Crotty, M. (1998). The foundations of social research: Meaning and perspective in the research
process. England: Sage Publications.

Denzin, N. K., & Lincoln, Y. S. (2011). The SAGE handbook of qualitative research. Los
Angeles: SAGE.

Dolittle, P. E., & Camp, W. G. (1999, Fall). Constructivism: The career and technical education
perspective. Journal of Vocational and Technical Education, 16(1), 23-46.

Doyle, W. (2009, Spring). Situated practice: A reflection on person-centered classroom
management. Theory into Practice, 48(2), 156-159.

Dreikurs, R. (1987). Children the challenge. New Y ork: Dutton.

Eisenman, G., Edwards, S., & Cushman, C. A. (2015). Bringing reality to classroom
management in teacher education. The Professional Educator, 39(1), 1-12.

Eisner, E. W. (1997). The new frontier in qualitative research methodology. Qualitative Inquiry,
3(3), 259-273.

421



Emerson, R. M., Fretz, R. 1., & Shaw, L. L. (2011). Writing ethnographic fieldnotes. Chicago:
University of Chicago Press.

Emmer, E. T., & Stough, L. M. (2001). Classroom management: A critical part of
educational psychology, with implications for teacher education. Educational
Psychologist, 36(2), 103-112.

Ertmer, P. A., & Newby, T. J. (1993). Behaviorism, cognitivism, constructivism: Comparing
critical features from an instructional design perspective. Performance Improvement
Quarterly, 6(4), 50-72.

Evertson, C. M., Emmer, E. T., Clements, B. S., & Worsham, M. E. (1996). Classroom
management for elementary teachers. Allyn & Bacon: Needham Heights, MA.

Evertson, C. M., & Harris, A. H. (1992). What we know about managing classrooms.
Educational Leadership, 49(7), 74-78.

Fallon, L. M., McCarthy, S. R., Hagermoser Sanetti, L. M. (2014). School-wide Positive
Behavior Support (SWPBS) in the classroom: Assessing perceived challenges to
consistent implementation in Connecticut schools. Education and Treatment of Children,
37(1), 1-24.

Farkas, S., & Duffett, A. (2010). Cracks in the ivory tower. The views of education professors
circa 2010. Dayton, Ohio: Thomas B. Fordham Institute and Foundation. Retrieved from
http://www.edexcellence.net/assets/docs/cracks-ivory-tower-full.pdf

Farmer, J. L., Leonard, A. E., Spearman, M., Qian, M., & Rosenblith, S. (2016). Picturing a
classroom community: Student drawings as a pedagogical tool to assess features of
community in a classroom. Action in Teacher Education, 38(4), 299-314.

Feiman-Nemser, S. (2003). What new teachers need to learn. Educational Leadership, 60(8), 25-

422



29.

Feiman-Nemser, S. (2012). Teachers as learners. Cambridge, MA: Harvard Education Press.

Feiman-Nemser, S., & Buchmann, M. (1983). Pitfalls of experience in teacher preparation.
Occasional Paper No. 65. East Lansing, MI: Michigan State University Institute for
Research on Teaching.

Feiman-Nemser, S., & Buchmann, M. (1985). Pitfalls of experience in teacher preparation.
Teachers College Record, 87(1), 53-65.

Fowler, D. (2011, October). School discipline feeds the “pipeline to prison.” Phi Delta Kappan,
93(2), 14-19.

Furman, G. (2012). School as community: From promise to practice. New York: SUNY Press.

Freeman, J., Simonsen, B., Briere, D. E., MacSuga-Gage, A. S. (2014). Pre-service teacher
training in classroom management: A review of state accreditation policy and teacher
education programs. Teacher Education and Special Education, 37(2), 106-120.

Freiberg, H. J. (1999). Beyond behaviorism: Changing the classroom management paradigm.
Boston: Allyn & Bacon.

Fuentes, A. (2011-2012, Winter). Arresting development: Zero tolerance and the criminalization
of children. Rethinking Schools, 26(2), 18-23.

Ganser, T. (1999). Reconsidering the relevance of Veenman’s (1984) meta-analysis of the
perceived problems of beginning teachers. Paper presented at the Annual Meeting of the
American Educational Research Association, (Montreal, Quebec, April 19-23, 1999).

Garfinkel, H. (1967). Studies in ethnomethodology. Englewood Cliffs, NJ: Prentice-Hall.

Gartrell, D. (2001). Replacing time-out: Part 1- using guidance to build an encouraging

classroom. Young Children, 56(6), 1-8.

423



Gebbie, D. H., Ceglowski, D., Taylor, L. K., & Miels, J. (2010). The role of teacher efficacy in
strengthening classroom support for preschool children with disabilities who exhibit
challenging behaviors. Early Childhood Education Journal, 40(1), 35-46.

Gibson, S., & Dembo, M. (1984). Teacher efficacy: A construct validation. Journal of
Educational Psychology, 76, 569-582.

Geertz, C. (1973). Thick description: Toward an interpretive theory of culture. In The
Interpretation of Cultures. New York: Basic Books.

Glazer, M. (1982). The threat of the stranger. The Hastings Center Report, 10(5), 25-31.

Glesne, C. (2011). Becoming qualitative researchers: An introduction. Boston: Pearson.

Glickman, C. D., & Tamashiro, R. T. (1980, March). Clarifying teachers’ beliefs about
discipline. Educational Leadership, 37(6), 459-465.

Goldstein, L. S. (1997). Between a rock and a hard place in the primary grades: The challenge of
providing developmentally-appropriate early childhood education in an elementary
school setting. Early Childhood Research Quarterly, 12(1), 3-27.

Gonzalez, L., Brown, M. S., & Slate, J. R. (2008, March). Teachers who left the teaching
profession: A qualitative understanding. The Qualitative Report, 13(1), 1-11.

Hammerness, K. (2011). Classroom management in the United States: a view from New York
City. Teaching Education, 22(2), 151-167.

Handler, M. W., Rey, J., Connell, J., Thier, K., Feinberg, A., & Putnam, R. (2007). Practical
considerations in creating school-wide positive behavior support in public schools.
Psychology in the Schools, 44(1), 29-39.

Hemmeter, M. L., Santos, R. M., & Ostrosky, M. M. (2006). Preparing early childhood educators

424



to address young children’s social-emotional development and challenging behaviors.
Journal of Early Intervention, 30(4), 321-340.

Holland, J. M., Eckert, J., & Allen, M. M. (2014). From preservice to teacher leadership:
Meeting the future in educator preparation. Action in Teacher Education, 36(5/6), 433-
445.

Hollway, W., & Jefferson, T. (1997). Eliciting narrative through the in-depth interview.
Qualitative Inquiry, 3(1), 53-70.

Horner, R. H., Sugai, G., & Anderson, C. M. (2010). Examining the evidence base for school-
wide positive behavior support. Focus on Exceptional Children, 42(8), 1-14.

Horner, R. H., Sugai, G., Smolkowski, K., Eber, L., Nakasato, J., Todd, A. W., et al. (2009). A
randomized, wait-list controlled effectiveness trial assessing school-wide positive
behavior support in elementary schools. Journal of Positive Behavior Interventions,
11(3), 133-144.

Hoy, W. K., & Woolfolk, A. E. (1990). Socialization of student teachers. American Educational
Research Journal, 27(2), 279-300.

Ilinois PBIS Network. (2013). List of PBIS implementing schools. Illinois PBIS Network.
Retrieved February 14, 2014 from http://www.pbisillinois.org/schools/Implementing-
schools

Ingersoll, R. M., & Strong, M. (2012). The impact of induction and mentoring programs for
beginning teachers: A critical review of the research. Review of Educational Research,
81(2),201-233.

Johnston, J. M., Foxx, R. M., Jacobson, J. W., Green, G., & Mulick, J. A. (2006). Positive

behavior support and applied behavior analysis. The Behavior Analyst, 29(1), 51-74.

425



Kaufman, D., & Moss, D. M. (2010). A new look at pre-service teachers’ conceptions of
classroom management and organization: Uncovering complexity and dissonance. The
Teacher Educator, 45(2), 118-136.

Kee, A. N. (2011). Feelings of preparedness among alternatively certified teachers: What is the
role of program features? Journal of Teacher Education, 63(1), 23-38.

Kirylo, J. D. (2012). Issues in education: The power of relationship and behavior management.
Childhood Education, 86(1), 33-34.

Kliebard, H. M. (2004). The struggle for the American curriculum 1893-1958. New York:
RoutledgeFalmer.

Klonsky, M. (2011, May 11). An interview with Deborah Meier on the small-schools
movement [Blog post]. Retrieved from http://www.huffingtonpost.com/michael-klonsky-
phd/deborah-meier-small-schools b 859362.html

Knoblauch, D., & Hoy, A. W. (2008). “Maybe I can teach those kids.” The influence of
contextual factors on student teachers’ efficacy beliefs. Teaching and Teacher Education,
24(1), 166-179.

Kukla-Acevado, S. (2009). Leavers, movers, and stayers: The role of workplace conditions in
teacher mobility decisions. Journal of Educational Research, 102(6), 443-452.

Lagerwertf, K. (2016, Spring). Prizes as curriculum. Rethinking Schools, 30(3), 54-57.

Landau, B. E. (2001). Teaching classroom management: A stand-alone necessity for preparing
new teachers. Paper presented at the Annual Meeting of the American Educational
Research Association (Seattle, WA, April 10-14, 2001).

Lawrence, E., & Hinds, T. (2016, November/ December). From punish and discipline to repair

and restore. Principal, 96(2), 23-34.

426



Liston, D., Whitcomb, J., & Borko, H. (2006). Too little or too much: Teacher preparation and
the first years of teaching. Journal of Teacher Education, 57(4), 351-358.

Lortie, D. C. (1975). Schoolteacher: A sociological study. University of Chicago Press: Chicago.

Luekens, M. T., Lyter, D. M., & Fox, E. E. (2004). Teacher attrition and mobility: Results from
the Teacher Follow-up Survey, 2000-01 (NCES Publication No. 2004-301). Washington,
DC: National Center for Education Statistics, U.S. Department of Education.

Marshall, J. C., Caldwell, S. D., & Foster, J. (2011). Moral education the CHARACTERPIlus
Way®. Journal of Moral Education, 40(1), 51-72.

Martin, N. K., Yin, Z. & Baldwin, B. (1998, April). Classroom management training, class size
and graduate study: Do these variables impact teachers’ beliefs regarding classroom
management style? Paper presented at the meeting of the American Educational Research
Association, San Diego, CA.

Martin, N. K., Yin, Z., Mayall, H. (2006). Classroom management training, teaching experience
and gender: Do these variables impact teachers' attitudes and beliefs toward classroom
management style. Paper presented at the Annual Conference of the Southwest
Educational Research Association (Austin, TX, February 2006).

Martin, N. K., Yin, Z., Mayall, H. (2007-2008). The attitudes & beliefs on classroom control
inventory-revised and revisited: A continuation of construct validation. Journal of
Classroom Interaction, 42(2), 11-20.

Marvel, J., Lyter, D. M., Peltola, P., Strizek, G. A., & Morton, B. A. (2006). Teacher attrition
and mobility: Results from the 2004—05 teacher follow-up survey (NCES 2007-307).
Washington, DC: National Center for Education Statistics.

Marzano, R. J., Marzano, J. S., & Pickering J. (2003). Classroom management that works:

427



Research-based strategies for every teacher. Association for Supervision and Curriculum
Development: Alexandria, VA.

Meier, D. (2009, May). Democracy at risk. Educational Leadership, 66(8), 45-48.

Meier, D. (2011a, Fall). What’s democracy got to do with teaching. Kappa Delta Pi Record,
48(1), 19-21.

Miles, M. M., Huberman, A. M., & Saldana, J. (2014). Qualitative data analysis: A methods
sourcebook. Thousand Oaks, CA: Sage.

Miramontes, N. Y., Marchant, M., Heath, M. A., & Fischer, L. (2011). Social validity of a
positive behavior interventions and support model. Education and Treatment of Children,
34(4), 445-468.

Molloy, L. E., Moore, J. E., Trail, J., Van Epps, J. J., & Hopfer, S. (2013, December).
Understanding real-world implementation quality and “active ingredients” of PBIS.
Prevention Science, 14(6), 593-605.

Mosier, W. (2009). Developmentally appropriate child guidance: Helping children gain self-
control. Texas Child Care, 32(4), 2-5.

National Association for the Education of Young Children. (2005/2011). Code of ethical
conduct and statement of commitment. Retrieved from
http://www.naeyc.org/files/naeyc/image/public_policy/Ethics%20Position%20Statement
2011 _09202013update.pdf

National Association for the Education of Young Children. (2009). Developmentally
appropriate practice in early childhood programs serving children from birth through age
8. Retrieved from http://www.naeyc.org/files/naeyc/file/positions/PSDAP.pdf

National Center for Mental Health Protection & Youth Violence Prevention. (n.d.).

428



Positive behavioral interventions and support (PBIS). Retrieved from
http://www.promoteprevent.org/publications/ebi-factsheets/positive-behavioral-
interventions-and-supports-pbis

Nelson, J., Lott, L., Glenn, H. S. (2000). Positive discipline in the classroom: Developing
mutual respect, cooperation, and responsibility in your classroom. New York: Three
Rivers Press.

Northeast Foundation for Children, Inc. (2009). PBIS and the Responsive Classroom approach.
(White paper). Responsive Classroom. Retrieved from
http://www.responsiveclassroom.org/sites/default/files/pdf files/PBIS whitepaper.pdf

O’Neill, S., & Stephenson, J. (2012). Does classroom management coursework influence pre-
service teachers perceived preparedness or confidence? Teaching and Teacher Education,
28(8), 1131-1143.

Oakes, J., Lipton, M., Anderson, L., Stillman, J. (2013). Teaching to change the world. Boulder,
CO: Paradigm Publishers.

Oliver, R. M., & Reschly, D. J. (2007). Effective classroom management: Teacher preparation
and professional development. TQ Connection Issue Paper on improving student
outcomes in general and special education. Washington: National Comprehensive Center
for Teacher Quality. Retrieved from
http://www.tqsource.org/topics/effectiveClassroomManagement.pdf

Oliver, R. M., & Reschly, D. J. (2010). Special education teacher preparation in classroom
management: Implications for students with emotional and behavioral disorders.
Behavioral Disorders, 35(3), 188-199.

Ornstein, A. C. (2011). Philosophy as a basis for curriculum decisions. In A. C. Ornstein, E. F.

429



Pajak, & S. B. Ornstein (Eds.), Contemporary issues in curriculum (pp. 2-9). Boston:
Pearson.

Palmer, P. J. (2011). The heart of a teacher. In A. C. Ornstein, E. F. Pajak, & S. B. Ornstein
(Eds.), Contemporary issues in curriculum (pp. 62-74). Boston: Pearson.

Peshkin, A. (1988). In search of subjectivity—one’s own. Educational Researcher, 17(7), 17-21.

Pink, D. H. (2005). 4 whole new mind: Moving from the information age to the conceptual age.
New York: Riverhead Books.

Positive Behavioral Intervention & Supports. (2012). What is school-wide positive behavioral
interventions & supports. Retrieved from
http://www.pbis.org/school/what_is_swpbs.aspx

Powell, D., Fixsen, D., Dunlap, G., Smith, B., & Fox, L. (2007). A synthesis of knowledge
relevant to pathways of service delivery for young children with or at risk of challenging
behavior. Journal of Early Intervention, 29(2), 81-106.

Putman, S. M. (2009). Grappling with classroom management: The orientations of preservice
teachers and impact of student learning. The Teacher Educator, 44(4), 232-247.

Quinn, B. (2011). The school as a democratic community. Applied Developmental Science,
15(2), 94-97.

Rajuan, M., Beijaard, D., & Verloop, N. (2007, August). The role of the cooperating teacher:
bridging the gap between the expectations of cooperating teachers and student teachers.
Mentoring & Tutoring, 15(3), 223-242.

Rajuan, M., Beijaard, D., & Verloop, N. (2010, June). The match and mismatch between
expectations of student teachers and cooperating teachers: Exploring different

opportunities for learning to teach in the mentor relationship. Research Papers in

430



Education, 25(2), 201-223.

Rimm-Kaufman, S., & Chiu, Y-J. I. (2007). Promoting social and academic competence in the
classroom: An intervention study examining the contribution of the “Responsive
Classroom” approach. Psychology in the Schools, 44(4), 397-413.

Rogers, C. R. (1961). On becoming a person: A therapist’s view of psychotherapy. New Y ork:
Houghton Mifflin.

Ross, J. A., Cousins, J., & Gadalla, T. (1996). Within teacher predictors of teacher efficacy.
Teaching and Teacher Education, 12(4), 385-400.

Ross, S. W., Romer, N., & Horner, R. H. (2012). Teacher well-being and the implementation of
school-wide Positive Behavior Interventions & Supports. Journal of Positive Behavior
Interventions, 14(2), 118-128.

Rubin, R. (2011). Autonomy, self-determination and discipline in our public schools. Retrieved
from http://smhp.psych.ucla.edu/pdfdocs/rubin(2011).pdf

Samuels, C. A. (2013, August 27). Tensions accompany growth of PBIS discipline model.
Education Week, 33(2), 1, 16.

Schaps, E. (2003). Creating a school community. Educational Leadership, 60(6), 31-33.

Scherer, M. (1994, September). On schools where students want to be: A conversation with
Deborah Meier. Educational Leadership, 52(1), 4-8.

Schiro, M. S. (2008). Curriculum theory: Conflicting visions and enduring concerns. Thousand
Oaks, CA: SAGE Publications.

Seidman, L. E. (1991). Interviewing as qualitative research: A guide for researchers in education
and the social sciences. New York: Teachers College Press.

Serriere, S. (2010). Carpet-time democracy: Digital photography and social consciousness in the

431



early childhood classroom. The Social Studies, 101(2), 60-68.

Shulman, B. H. & Dreikurs, S. G. (1978, November). The contributions of Rudolf Dreikurs to
the theory and practice of individual psychology. Journal of Individual Psychology,
34(2), 153-169.

Sileo, J. M. (2011). Co-teaching: Getting to know your partner. Teaching Exceptional Children,
43(5), 32-38.

Simonsen, B., Myers, D., Everett, S., Sugai, G., Spencer, R., LaBreck, C. (2011, December).
Explicitly teaching social skills school wide: Using a matrix to guide instruction.
Intervention in School and Clinic, 47(5), 259-266.

Smith, E. R. (2007). Negotiating power and pedagogy in student teaching: Expanding and
shifting roles in expert-novice discourse. Mentoring & Tutoring, 15(1), 87-106.

Smith, E. R., & Avetisian, V. (2011). Learning to teach with two mentors: Revisiting the
“two world’s pitfall” in student teaching. Teacher Educator, 46(4), 335-354.

Souto-Manning, M. (2014). Making a stink about the “ideal” classroom: Theorizing and
storying conflict in early childhood education. Urban Education, 49(6), 607-634.

Spaulding, S. A., Horner, R. H., May, S. L., & Vincent, C. G. (2008, November). Evaluation
brief: Implementation of school-wide PBS across the United States. OSEP Technical
Assistance Center on Positive Behavioral Interventions and Supports. [Web site].
Retrieved from http://pbis.org/evaluation/evaluation briefs/default.aspx

Stake, R. E. (1995). The art of case study research. Sage Publications, Thousand Oaks, CA.

Stake, R. E. (2010). Qualitative research: Studying how things work. New York: The Guilford
Press.

Stewart-Wells, G. (2000). 4An investigation of student teacher and teacher educator perceptions

432



of their teacher education programs and the role classroom management plays or should
play in preservice education. Unpublished doctoral dissertation, The Claremont Graduate
University, San Diego.

Stone, J. (2001, November). Building classroom community: The early childhood teacher’s role.
Early Childhood Today, 16(3), 17-18.

Stough, L. M. (2006). The place of classroom management and standards in teacher
education. In C. Evertson & C. Weinstein, (Eds.), Handbook of classroom management:
Research, practice, and contemporary issues (pp. 909-923). Mahwah, NJ: Erlbaum.

Stough, L. M., Montague, M. L., Landmark, L. J., & Williams-Diehm, K. (2015). Persistent
classroom management training needs of experienced teachers. Journal of the
Scholarship of Teaching and Learning, 15(5), 36-48.

Stoughton, E. H. (2007). “How will I ever get them to behave?”’: Pre-service teachers reflect on
classroom management. Teaching and Teacher Education, 23(7), 1024-1037.

Sugai, G., & Horner, R. (2002). The evolution of discipline practices: School-wide positive
behavior supports. Child and Family Behavior Therapy, 24(1-2), 23-50.

Sugai, G., Lewis-Palmer, Todd, A. W., & Horner, R. H. (2001). School-wide Evaluation Tool
(version 2.0). Eugene, OR: Educational and Community Supports, University of Oregon.

Sugai, G., & Simonsen, B. (2012, June 19). Positive behavioral interventions and supports:
History, defining features, and misconceptions. Retrieved from
http://www.pbis.org/school/pbis_revisited.aspx

Sugai, G., Sprague, J.R., Horner, R.H., Walker, H.M. (2000). Preventing school violence: The
use of office discipline referrals to assess and monitor school wide-discipline

interventions. Journal of Emotional and Behavioral Disorders, 8(2), 94-101.

433



Tal, C. (2010, August). Case studies to deepen understanding and enhance classroom
management skills in preschool teacher training. Early Childhood Education Journal,
38(2), 143-152.

Teague, D., & Swan, J. (2013). Enhancing the future of education by actively supporting novice
teachers. The Delta Kappa Gamma Bulletin, 80(1), 41-52.

Tellez, K. (2008). What student teachers learn about multicultural education from their
cooperating teachers. Teaching and Teacher Education, 24(1), 43-58.

Tillery, A. D., Varjas, K. Meyers, J., & Collins, A. S. (2010). General education teachers’
perceptions of behavior management and intervention strategies. Journal of
Positive Behavior Interventions, 12(2), 86-102.

Tonnies, F. (1957). Community and society. NY: Harper & Row Publishers.

Tschannen-Moran, M., Hoy, A. W., & Hoy, W. K. (1998). Teacher efficacy: Its
meaning and measure. Review of Educational Research, 68(2), 202-248.

U.S. Department of Education. (2016, July). The state of racial diversity in the educator
workforce. Policy and Program Studies Service. Office of Planning, Evaluation, and
Policy Development. Retrieved from https://www?2.ed.gov/rschstat/eval/highered/racial-
diversity/state-racial-diversity-workforce.pdf

Veenman, S. (1984). Perceived problems of beginning teachers. Review of Educational
Research, 54(2), 143-178.

Walker, J. M. T., (2009, Spring). Situated practice: A reflection on person-centered classroom
management: Viewpoint essay. Theory into Practice, 48(2), 156-149.

Wasilewski, Y., Gifford, B., Bonneau, K. (2008). Evaluation of the school-wide positive

434



behavioral support program in eight North Carolina elementary schools. Center for
Child and Family Policy Duke University, 1-43. Retrieved from
http://files.eric.ed.gov/fulltext/ED503191.pdf

Whitebook, M. (2014, September). Building a skilled teacher workforce: Shared and
divergent challenges in early care and education and in grades K-12. Retrieved from
http://cscce.berkeley.edu/files/2014/Building-a-Skilled-Teacher-Workforce September-
2014 9-25.pdf

Whole Brain Teaching. (n.d.). Homepage. Retrieved from http://wholebrainteaching.com.

Wilson, A. (2015). A critique of sociocultural values in PBIS. Behavior Analysis in Practice,
8(1), 92-94.

Wisneski, D. B. (2005). Complicating classroom community in early childhood. (Unpublished
doctoral dissertation). The University of Texas at Austin, Austin, TX.

Witz, D. (2011). Teacher: How to address bullying in school and how not to. [Blog post]
Retrieved from http://saferschools.blogspot.com/2011/12/pbis-positive-behavior-
intervention-and.html

Wolcott, H. F. (1994). Transforming qualitative data: Description, analysis, and interpretation.
Thousand Oaks, CA: Sage.

Wolcott, H. F. (2002). Writing up qualitative research...better. Qualitative Health Research,
12(1),91-103.

Wolcott H. F. (2010). Overdetermined behavior, unforeseen consequences. Qualitative Inquiry,
16(1), 10-20.

Wolfgang, C. H. (2001). Solving discipline and classroom management problem. John Wiley &

Sons, Inc.: New York, New York.

435



Zeichner, K. (2010). Rethinking the connections between campus courses and field experiences
in college- and university-based teacher education. Journal of Teacher Education, 61(1-

2), 89-99.

436



APPENDIX A: DATA COLLECTION SCHEDULE
Table A-1

Focus Group Data Collection Log

Focus Group TC Participants Month Format

Interview

1. 1,2,3,4 May 2014 In-Person

2. 5 June 2014 In-Person

3. 6,7 July 2014 Online

4 8,9,10, 11 July 2014 Online
Table A-2

Case Study Data Collection Log

Case Study Focus Group Interviews Classroom Artifact

Participant Observations  Collection

Molly #1 5 total interviews 3 total 2 total
9/25/14 (my office) 9/24/14 9/24/14
11/19/14 (Skype) 1/21/15 5/20/15
1/21/15 (my office) 5/20/15

3/11/15 (my office)
5/20/15 (my office)

Kristin Was recruited, but 4 total interviews 3 total 3 total
unable to attend any 11/19/14 (online) 1/20/15 11/19/14
1/20/15 (her classroom)  3/10/15 1/20/15
3/10/15 (her classroom) 5/21/15 3/10/15
5/21/15 (her classroom)
Vanessa Scheduled for #2, 4 total interviews 3 total 4 total
but unable to attend 11/16/14 (online) 1/30/15 11/16/14
at the last minute. 1/30/15 (her classroom) 3/12/15 1/30/15
Thus, she 3/12/15 (her classroom) 6/9/15 3/12/15
participated in #4.  6/9/15 (her classroom) 6/9/15
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APPENDIX B: INTERVIEW PROTOCOLS
2014 Summer Focus Group Interview Protocol with Teacher Candidates

Interview with , , , , )

Date Time Location

Thank you so much for meeting with me today. The purpose of this focus group interview is to
help me understand how you feel about classroom management and your university preparation.
This interview will last about an hour and I will be asking you questions about your teaching,
your university preparation, your student teaching and the classroom management used/ taught in
each. In addition, I will be asking you specific questions about how you feel about these types of
management and your future teaching.

1. Tell me about yourselves and how you all decided to become a teacher. Paint the picture;
ask for examples and stories.

2. Tell me about your student teaching.

3. Is teaching what you thought it would be? In what ways?

4.  In what ways did teacher prep prepare you for the classroom? In what ways, did you feel
there were gaps?

5. DI’'minterested in classroom management for teacher candidates and new teachers. Can
you tell me about the classroom management or discipline that your school had in place?

Approach/ program?
a. What did that look like in your classrooms? Paint the picture. Give examples.
Tell me that story.

b. So, what did you think about that program [school/ classrooms]?
6.  Can you tell me about the sense of community that your school/ classroom had
established? Approach/ program/ components?
a. What did that look like in your classrooms? Paint the picture. Give examples.
Tell me that story.
b. So, what did you think about that program [school/ classrooms]?
7. (if it hasn’t already come up...) Tell me about the relationship between the two:
classroom management and sense of community in your setting.
8.  Inan ideal world, what would you do? What would be the ideal set-up?
a. What are you basing that on? Where does this come from? [Is this out of ISU/
personal experience/ CT?]
9.  How did your teacher preparation cover classroom management? Classroom
community?
10.  Is there anything else you want to share with me about what we talked about today?
Anything I didn’t ask, but you thought I would?
11. Do you have anything more you want to tell me about?
12. Do you have any questions for me?
13.  Demographic information about participants will be gathered at the end of the interview.
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2014-2015 Case Studies First Interview Protocol
(Administered at the start of the school year, or when entered the study)

Interview with

Date Time Location

Thank you so much for meeting with me today. The purpose of this interview is to help me
understand how you are feeling as a new teacher at the start of the school year. This interview
will last about an hour and I will be asking you questions about your teaching, your university
preparation, and your feelings about this upcoming year. I will be asking you specific questions
about how you feel about classroom management and classroom community for this year.
1. Tell me about getting hired for this position.
a. How did the interview process go?
b. Did any questions surprise you?

c. Were there any questions related to classroom management/ community/
discipline?

2. How is the start of the school year going?
3. What are you most excited about for this year?
4. What are you most worried about?
5. Have you been assigned or found a mentor?
6.  What have you learned about the school’s/ grade level’s approach to classroom
management/ community? How has this been communicated to you?
7. What plans do you have this year related to your classroom management/ community?
8. What excites you about this plan?
9.  What are you most worried about?
10.  Is there anything else you want to share with me about what we talked about today?

Anything I didn’t ask, but you thought I would?
11. Do you have anything more you want to tell me about?
12. Do you have any questions for me?
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2014-2015 Case Studies Second-Fourth Interview Protocol
(Administered in November, January, and March 2014-2015)

Interview with

Date Time Location

Thank you so much for meeting with me today. The purpose of this interview is to help me
understand how the school year is going for you. This interview will last about an hour, and I
will be asking you questions about your teaching, your students, and your feelings about it all. I

will be asking you specific questions about your classroom management and classroom

community.
1. How is your school year going? How has it been coming back from breaks?
2. What is going well?
3. What is not going so well?
4. Tell me about your students.
5. What is the best part of working with them? What is the toughest part?
6. How is mentorship going (if going)? How is this person supporting/ not supporting

you?

7. How is working in the school?
8. Tell me about your classroom management.
9. Successes? Challenges?
10. How does this mesh with what the school is doing?
11. Do you realize any influences from your teacher prep? How? In what ways?
12. Is there anything else you want to share with me about what we talked about today?
Anything I didn’t ask, but you thought I would?
13. Do you have anything more you want to tell me about?
14. Do you have any questions for me?
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2014-2015 Case Studies Final Interview Protocol

(Administered in May-June 2015, depending on when the school year ended)

Interview with

Date

Time Location

Thank you so much for meeting with me today. The purpose of this final interview is to help me

understand how the school year went for you. This interview will last about an hour, and I will

be asking you questions about your teaching, your students, and your feelings about it all. I will

be asking you specific questions about your classroom management and classroom community.

MBS

—

12.

13.
14.

SO

Tell me about the first year of school. What went well? What are you proud of?
What did not go so well?

Tell me about your students.

What was the best part of working with them? What was the toughest part?

Tell me about the mentorship you received this year. How did this go? How did this
person support/ not support you?

Tell me about working in this school. How was working in the school?

Tell me about your classroom management.

Successes? Challenges?

How did this mesh with what the school was doing?

Did you realize any influences from your teacher prep? How? In what ways?
What are your plans for next year? What will you do the same? What will you do
differently?

Is there anything else you want to share with me about what we talked about today?
Anything I didn’t ask, but you thought I would?

Do you have anything more you want to tell me about?

Do you have any questions for me?
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