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CLASSROOM
MANAGEMENT IS ABOUT
CREATING A CARING
ENVIRONMENT

No significant learning can occur without a significant relationship.

—James Comer, Professor of Child Psychiatry

In my world there are no bad kids, Just impressionable, conflicted
young people wrestling with emotions and impulses, trying to
communicate their feelings and needs the only way they know how.

—Janet Lansbury, Parent Advisor, Writer, Teacher

Every child deserves a champion: an adult who will never give
up on them, who understands the power of connection and
insists they become the best they can possibly be.

—Rita Pierson, Educator

Students don't care how much you know, until they know how
much you care.

—John C. Maxwell, Author

n addition to effective instruction, classroom management is also about
creating a caring learning environment. Caring learning environments are
spaces where all students feel fully seen, heard, respected, and cared for. To
build caring learning environments, educators must develop a classroom cul-
ture that is both nurturing and rigorous. This classroom culture must meet
students where they are and be responsive to their unique learning needs.
Overall, we recommend that teachers enact practices in four interrelated
areas as a means to develop a caring classroom environment. These areas of
practice include being student-centered, having high expectations, persistent
practices, and partnership with families and communities (see Figure 4.1).
Below we detail these interrelated ideas.
The first key practice for a caring classroom environment is being
student-centered. Classroom environments with a student-centered approach
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are designed around and with students. Tjo accomplish thjg teach,
students where they are culturally, academically, and Social—emOtion . Meg,
position them as influencers and co-creators of their learning e : ),"‘lld
(Ladson-Billings, 2009). A student-centered approach ig PCTSOnajly . enenc&
(Milner, 2010), culturally responsive (Gay, 2‘010)-, trauma informeg ilecte q
2017; Dorado, Martinez, McArthur, & Leibovitz, 201¢), and deyey, Vare,
tally appropriate (Alford, Rollins,' Padrén, & Waxmanp, 2016), Stil(?en_
centered approaches are designed with students and teacherg 35 Comcrey, eng.
their expectations, accountability norms, pedagogy, and CUrriculyy, Ors of
The second key practice for a caring classroom environment i
in, high expectations, and rigor for all students. It is important ¢
orous, high academic and behavioral expectations in dch:loping 2 Clase rig.
ethos of care. This means ensuring that everyone in the classroo kHOWsotEm
a lot is expected of them, that lessons are challenging, and that the teachat
and students believe that they all can learn and achieve at high levels. oy er
high expectations for all students has been shown to positively affect studenrtl’
academic success (Rist, 1970), motivation, and engagement (Pl'ingle, Lyon:
& Booker, 2010) as well as foster deeper, more meaningful and feSPectfui
teacher and student relationships (Gay, 2010; Milner, 2010). We are Stressing
that strong, meaningful relationships between teachers and students ae

having belie ¢
establg}, ..

backbone of a student-centered approach with high expectations.

The third key practice for a caring classroom environment s persistent
practices. Creating caring classroom communities also means having persis-
tent practices that anchor relationships between teachers and students sych
that teachers never give up on their students. Persistent practices are practices
that allow students feel seen, valued, and cared for (Noddings, 2012) consis-
tently each day. These practices support students whether they are achieving
the expectations or having a rough day. Students they are more likely to con-
tinue to strive and thrive in that classroom environment.

The fourth key practice for a caring classroom environment is teachers
developing partnerships with families and communities. Students are not
only individuals; each is also part of a rich fabric of families and communities.
When schools, families, and communities connect, all of the experiences in the
classroom, from curricular to lesson development that can include family and
community members, will become more culturally responsive (Gay, 2010).

In this chapter, we discuss how engaging in a student-centered approach,
having high expectations for all, engaging in persistent practices, and develop-
ing partnerships with families and communities are essential to establishing anfi
maintaining caring classroom communities. Having a caring classroom envl”

: : . ent.
fonment, we are arguing, is a central feature of effective classroom managem

STUDENT-CENTERED -

m
A student-centered approach in the classroom shifts the focus away fro .
<« . y ) e[
a “banking” concept of education where the teacher is the sole bear
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Four Areas of Practice for Building a Caring
classroom Environment

Student-
Centered

Persistent
Practices

(nowledge (Ereire, 2000). Ffﬂi‘fc (2990) exl?lained that the banking approach
it student engagement to “receiving, filing, and storing deposits” (p. 72).
A S[udent-ceﬂtefed approach transforms the learning environment into a space
here srudents’ voice, knowledge, experiences, and other assets are centralized
nd amplified. This shift in our educational experience is liberating as all class-
room participants become teachers and students.

Astudent-centered approach builds on students’ assets and transfers power
from the teacher to students, positioning teachers as facilitators and learners
2s well. Classrooms that are student-centered include students in the plan-
ning, implementation, and assessment of learning (McCarthy, 2015). When
constructing caring classroom environments that promote effective classroom
management, teachers let go of their need for continual and exclusive control.
This can be challenging to do, but it provides a highly engaging, collaborative
space for all to grow, learn, and thrive.

McCarthy (2015) provides practical perspective on this student-centered
approach regarding “why, what, and how learning experiences take shape.”
McCarthy’s first component is the why, or the relevance of the lesson. Students
need to understand the “why” behind the lesson in order to be motivated to
Tgag_e in it. In other words, it is essential for teachers to be transparent about
;}: ‘tf}ll':;l:{i:m;. This transparer-]cy in.cludes teachers’ texp!‘aini.ng why they 40
e 3ppr0ach(;3 (;?e studcr-lts will resist when faced Wl:l‘l d:) it b-ccausc [ said
ey ae i -st ils essential for teachcrs. to share th'e w:hy. bel'-und the work
ol soar fi ) tl;l ents dto coTnpletc. Doing so prc')vxdes 1ns1ght. into the value
et and e :eSFu ents in ways that shoulc.i increase buy-in and engage-
N and cogens aresw;ance. Teachai:rs can c01’1t1.nually connect how. the les-
selves. This can be re f«'Vaflt to their students’ lives now afld for their future

accomplished by referencing basic needs in life, such as how
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learning about certain calculations in mat%lem
their own finances and household budgets in
between saving money for the future. or bfﬁm . S
the actual short-term and long-term 1rr.1phcat10ns of tl;IOSC S-Cenarios . » I
also useful to state the why in connecno.n to studel.lts Specific Career intere: ’
For instance, it is imperative for anyone interested in the Mmedicy feld : a:g
about particular concepts in sc1ence.that can  dergj dependinn
on what career path a student is seeking, g
The second component of the student-center
McCarthy (2015) is the “what.” The student-
dents’ voice and interests when choosing the ¢
of the state standards driving our curricula
spectives. The more deeply a teacher kno

atics wi] help Studey,

ways that can make the difllanage

be discussed i

ed approach
centered app

ontent for |eg
can be taught
ws their studep

accord:
ordmg ’

roach inclyde,

Sty-
SOons,

from mu|g

the skills, and attain the go

references being used, they will not learn the lessons bejn

. . b
An example of this occurred in Mr. Jeffriess second

Mr. Jeffries: :

Y Into a tight ball ang stay

that way as you roll. Imagine youre like a pot roast
With a string tieq around it to keep it tight in a ball

Ori: [Blank stare].

Sally: Ori's family js vegetarian,

Mr. Jeffries. Okay, how about during Christmas when . .|

Ori: [Blank stare].

Sally: He's Jewish. he Probably won't know that either. TI'Y::
armadillo! He loves animals and knows that when
armadillo w

ins irifo 5 tightball
ants to protect itself jt flips into a tight :;.
at way until it thinks it's safe to come ,
& just sho

n
wed me that on YouTube the other day 0
our playdatel |t was really cool,

Ori:

Ohyeah! | get jt now!

and stays th
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eded 10 jump, make his body into a tight ball like an arma-

i (hen pl himself over the foam wall-. Once he knew the reference, he
p urd - J the lesson. Our point here is that teachers must know
dillo’rsfo dan erestS welland understand their cultural references (Ladson-
de Jents llw hen Lrtempting © teach new or more complex information
Showed how much more effective the learning was for Ori
Pt ““_mptnd, sally, who knows him well, was able to participate in the
pis f1 2 SOUFCE of knowledge. The more students see themselves

ohet ™ ocess . d '
karni“ S " dare Actively engaged as agents in the classroom, the more
n
g ex
« »
chird step, the “how.” Students should be agents in all

cluding how learning is demonstrated.

o
[hfiir g 2009)
giline”

ess0 .
e
in P pe learni?t

et
Eﬂcgl‘;th ; (2015) . )
N’ of their learning, 10

s
57 student—ceﬂfered clas
4 nd cultural mismatch of a teacher-focused classroom based

lcural lens and preferences (Delpit, 1995; Stephens

perience will be for everyone. This also connects to

sroom is more culturally relevant and effective

her’s own cu
015). The prior story about the physical education class is a

T cultural mismatch. The teacher just assumed that the stu-
cand an aspect of the lesson by referencing an example from
iday, but this cannot be assumed when the student is not
Iso important to keep in mind that no identity group is mono-
ot all Christian-identifying people celebrate Christmas,
in the same way. This is why teachers’ knowing their
so valuable. In addition to lesson content, there are
2] mismatch can be expressed. For example, ways
f behaving and communicating are expressed differently in different cul-
< and can be wrongly interpreted across culture. One example of this is
ed and what it is intended to communicate. For instance,

avoiding eye contact is a sign of respect, while in some
d as a sign of disrespect

an't
[h teac

the C
Christiad: Jrisa
fithic. For instance,
f they do, it is not
students well is
hat cultur

and i
ndividual
many other ways t

wre
how eye contact is us

in Japanese culture,
Western cultures, avoiding eye contact can be interprete

(Akechieral,, 2013). This is one of the many reasons why building relationships
help everyone in

among everyone in the classroom is so valuable. Doing so can
t lead to

the learning community understand one another better in ways tha

nore effective instruction and more accurate interpretation of behaviors.
Student-centered approaches shift the power from being solely that of the

Tcher to that of the students, creating a more relevant, engaging environment

;f?ttscsl::;z;eﬂga.s the needs, CL.ll.tu[‘eS, interests, perspectives, and brilliance

theiy learnins‘ : oing so also positions .the students: to be .morc accountable for

behavior Colibz s that ‘?UPPOrt high academic achievement, productive

’ rative learning, and leadership development.

Co-Cr
®ate Accountable Classroom Culture

Ang
ther
art s ' .
s expefr . of being student-centered is co-constructing classroo
ati .
“hoo] Yea ons. It is advantageous for teachers and students to beg
ra
nd/or semester by developing their norms together sO

m norms
in each

that all
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. . i | eIlViI‘Onmen t S
ard in creating a cat ng classroom .

voices are he ership over thej ts
take greater own p their legpp: tep
pd am. % 1Ng ang bel:i b

be more engag ) .
ior when provided with the oppor fumf}’.m contribute to he Creagi, . by,
ior (Cushman, 2003). This process also ensyreg thatn dlei,
d valued. It gives them a needed dﬁ‘gree of stlld%s
them as responsible partners j, the efr, Owe, b
. It ¢,
CthVe at hl 9 have

classroom norms
feel heard, respected, an
ent and positions

:: rll'lguaiilzng, rCSpOI:]SiVC learning envirox.]men-t ffhr a“j to a l
Co-construction of norms and expectatl;l)rfs in j e classroom g, e t%k'
ers an opportunity to learn more about their stu ef'lts, hear the, e a;ac},\
sive. There are various approaches to co-creating normg in the ey di,
o,

respon :
The approach to this collaborative process can be cogenerated 2 well T,
and students can and should be as creative as they want in thjs Process. ¢y cheyy
. new
Y

of co-creating classroom norms is as follows:

. The teacher provides the opportunity to co-create normg dur ng
: , , e

very first week of class, even the first day if possible,

The teacher sets the tone that this is everyone’s classroom, and we gy,

going to co-create this community learning environment i Ways thy,

work for everyone to achieve at high levels. Every voice js valued

3. Students then conduct a classroom-wide brainstorming session
listing the norms they think are important for everyone to be held

accountable to for everyone’s success.

Frame norm language in proactive, positive language,
listen” and “respect each other” as opposed to what not to do,
“don’t talk when others are talking” and “no bullying”.

such as “actively
such as

Student(s) write the list of ideas on the board.

Everyone then explores the various ideas and groups them into themes,

Everyone helps craft the language for the final draft.
Everyone votes on adopting them as the classroom norms and
expectations for everyone.

9. Students then write the agreed-upon norms on poster board or
something that can be permanently seen in the classroom (make sure

to number them),

10. Students place the board in a location visible to all students.

In addition, to ensyre that everyone is on the same page, itis helpful to:

1. i
Have studens sign a document listing the classroom norms and

agreeing to honor them,
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ff, etc.) as well as the co-creatiop, Process they €nacted tq
cafh,

ts alike can refer ¢q

chis umber and detail as needed whep, someone is noy fy,,.
€ by n
S
orm

- - eraction around non-norm behavior
57 . The 10 reated and agreed to, therefore keep
Zring 55 chey -CO'(;n d the norms, as opposed. u? b.ecom
he behavlofh " ceacher and student. (Thl.S is lrn[.)o
Ut epween [ll as the efficacy of the goals in crearip
Jips 3 Wjents’ “Which one of our classroom n
tu

then becomes about
ing the conversation
Ing a persong| power
reant for Maintaining
& them.) Teachers can

OIS are you not hep,.
. <« y
his time?” or just say, “Number 4, please, Sar

: Pointing
11. When the students really take Ownership oyer their
fng on the a
0 m
ol

her in main-
at the

nvironment, they will also Support one anot
lng C
learnl

ior so that everyone can effectively learn and achieve ar
65100 behavio
C{a no[me
f 'niﬂg I togethCl’.
S

rms can be implemented in any classrog
ing no
Co-creating P iddle and high schools when students are
jve in ml
give in : ipe
C cater agency in their lives
gr

b leve m an-d is particu-
seekmg opportu-
Jasly effe

pities for

ETTE A: BEING STUDENT-CENTERED NURTURES
VIGN ;

AN EFFECTIVE LEARNING COMMUN|TY

ighth graders wanted to be in Mr. Summer English lar?guage
All of the €19 ne, he got to know his students: their cultures, life sto-
class. From gy ?S |;4r. Summer used these elements of their live§, cul-
ries, and ,n.teres st's to shape his pedagogy and lesson content daily. He
tures, and mterzring for the statewide tests relevant and fun. One week,
even made P_rep ame dynamics many of his students talked abou.t !Jlay-
hetook the Vldelo g,]]d tied them into how to make decisions and critically
da .
ng aftr schoo of the test-taking approaches needed for the statewnd_e
think about some hought that was really cool. He regularly asked his
st e SfUden;Zt l:uagnd ideas about how to improve their learning
ts for feedbac , i
studeﬁ nce to support their success. Sometimes Mr. Summer wm.ch? etve.t
s iddle of a lesson if he noticed the students weren't in ol
stop in the mi ded to reengage. He would ask what was working
to ask what they neede : _ . tin the
: ; iciti i as for improvemen
and not working, along with eliciting their ide d learned
i with his students that way an
roment. He was really in tune . to be active participants in
3lot about them by explicitly asking them ° facilitator of
i i - ience. He saw himself as a
g thei carning experience. i long with his students. He
theirlearning community and a learner right along g the spacs, being
found that although challenging at times, co-creating arding, and
el ryone's needs and interests, was very rew '

Usive of eye 4 this
| mbrace
® Students were increasingly successful the more he e
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approach. His students lovet: t;feesizsee‘/vofhagency they had ;
room, where from biag OUESES; ey €Il Voices Mattapa, "l
beginning, they got to know onef another an.d CO-Creaty t .el . "om:s‘
norms, grounded in rigor and high expectations for ay Th@'
filled with their positively .frar?wed co-created norms,

that inspired them, including images ?f th-emselves. ang
other expressions of themselvesf that inspireq them to learn ‘nsand
thrive every day. Ja'Quaya, an artist, drew a beautif borde, fraast,:,ve' "
classroom norms. Franko, who lovgd to take Pictures, took py, lngthei,
students actively engaged in learmr?g and put them WP on theﬂtos °fthe
the students chose or wrote quotations that Inspired them whv.va“s- Al
then posted throughout the room and outside the door. I, thi's . Ic Wer
students felt valued and honored one another’s Contribyti, 3Ssrq,

. , o ™
teacher learning and growing along with the students every day With tp,

Lingering Questions

1. Mr. Summer continually wondered, “How can | better tje my
student's lives and interests into this lesson?”

2. Mr. Summer regularly scanned the room, watching body language
and listening to students talk about thejr experiences, and asked
himself, "Who's checked out? What can | tweak in what |'m doing

right now to better engage everyone?"”

3. Mr. Summer had a consistent practice of inquiring, “What can|
ask my students that would provide the information | need to best

support their success?”

A student-centered classroom environment honors the voices of
everyone within it. It positions the teacher as a facilitator of the learning
Space and centers, not marginalizes, students’ cultures, knowledge, lived
experiences, interests, wants, and needs in ways that are deeply engaging
and provide agency for students to take ownership over their own learning.

h

BELIEF EXPECTATIONS. AND RIGOR cane i
— = AIVINS,

l? Tjr ing classroom environment includes g critically self-aware teacher ;ho
Olds deep belief i all students’ ability to achieve at high levels, has !

€Xpectations for 4| students, and provides the academic rigor needed to 8
all students to high levels,

Teacher Beliefs, Bias, and Critical Self-Awareness d
ur $¢

et e(‘rgl’_1nCludmg teachers, have bjages based on being socialized I OFIC" @
y finage, 2011, Milner, 2010; Sue, 2015). As human being® "
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mplicit biases. By implicit bias, we mean th
L ouf lreotYPcS that drive people to behave ang m
d ¢ Consciouv s(téilliam, Maupin, Reyes, Accavitti, & Shic,
o : 1 we are rendered unable to deeply underst
1.n€ ;ur reactions. However, teachers can address
mm; examining their thoughts and associations about people
A cachin Zre control over how they think, feel, and act toward peo;
I:r students (DCVi.nc, Forscher, Austin, & Cox, 2012). Some
& . clude t.he fo¥lowmg: boys ljlre mf)rc llkel'y to excel at STEM
e 2 zchnolog)” engineering, anﬁ. mat f}:lmatlcs). subjects than girls are,
(,-cif"ce’l :nguage Jearners flre less 1r‘:te igent than ,r,latwe Engh.sh speakers are,
. . are mOre likely t.o cause tr?uble, students llving below the
st 1o not value education, and Asian students wil| get better grades
s li udents. Although these biases may seem positive or negative, they
an oPe" ul because they lead teachers to stereotype their students rather
ared ing them as individuals.
anseei® ing biases i something that takes a great deal of honesty and prac-
Examlif:n e but it is worth the effort in the development of a caring class-
fice Overlzurc One useful online resource that provides insight into implicit
(.)om C;ls called Project Implicit at Harvard University (https://implicit
t;z:; {.edu). Teachers should also be c?nscious of the adjectives they think
;)f d other societal labels, when considering various aspects of their stu-
d;ntS’ identities. Being conscious of these thO}lghtS provides insights into the
s they may hold. These insights can provide teachers with greater agency
nshaping their classroom environment.
CampbellJones, CampbellJones, and Lindsey (2010) provide a great exer-

se to reflect on our biases:

¢ “automaric
ake decisions
2016, p. 3).
and Oor con-
implicit bjag

Think of a time, not in your role as an educator, when you met
aperson for the first time from a culture different from yours or
arended a cultural event that was an unusual experience for you.

Do you remember how you studied the person or event? Can you
tecall the judgments you made? If you had the opportunity to get to
know the person or the event, recall your earlier judgments that you

later learned to be trye and those that were not even close to being
rue. (p, 33)

| }What might someone
Clge? i i
" How might a similar
Ettine?

ting? Whag benefits are

learn abourt their biases from such a reflective exer-
awareness of biases benefit educators in their school
"d face, espec Il -there ir.l teachers’ recogn.izing fhcir biases, ir;‘clui?ng
ang comrnunitli)e Clafy with White teachers wo‘rkmg with students, amilies;
Posiivel, inflye 5 8 C(?lor? Teachers can consider how such reflection can
. Nace g r.lce their practice. |
Mportgng tz ::J 1Nt aspect of bias in the U.S. context, so it is particularly
“cton it extensively. As discussed in previous chapters, Black
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and Brown scudents have disparate experiences and outcomes i i
of these outcomes arc strongly associated with implicit biase, ool; |
ons that Black and Brown people are not as i oy
t .
and, furthermore, that they should be feared, elhgent
) speciall
y

15 White people are
Black men (Howard, 2013; Morris, 2016). These racist messages are
of racial inequity and injustice in the education system. Students are aa SOUfce
their teachers’ expectations of them. Studies have shown that Black sWare of
that their ceachers have lower expectations of them than thei:udents
them feeling disrespected, unappreciated, and lwl}ite
(Pringle et al., 2010; Saphier, 2017 St:::“'éc

’ e

ter to creating a caring classr
oom envi
Vll'()n_

Some
race, including nott

may feel
counterparts, leaving
¢ belonging in the classroom

2013). This is coun

achers examine their implicit biases. It is also jm
rical reflective practices (Favela & Torres 2(})’;4;.
3 .

b

As discussed previously, teacher critical ref|
. . . eC-
lay a significant role in the classroom. If ¢
. u_

tru
Cohn-Vargas,

ment for all.
[t is imperative that te

cant that teachers engage in cti
Howard, 2003; Milner, 2010).

areness p
high levels, for instance, it is an opportunity f
or

tive practice and self-aw
dents are not achieving at
critical reflection regarding teachers’ expectations of their students and ho
their levels of expectation may be manifesting in the classroom. It is wortl:”
while for teachers to engage in the critical reflective autobiography activi -
discussed in Chapter 3. In Chapter 3, we discussed the importance of teac}tx}-,
ers’ writing critical reflective autobiographies, engaging in critical reflection
in unit planning, and pursuing critical reflection in lesson planning. Buildin
on that, it is also important that critical reflection drive a teacher’s develo;f
rpersonal aspects of classroom culture. Asking the fol-

ment of the deeper inte
lowing kinds of questions can be helpful in this endeavor:

1. What do I believe about my students’ abilities?

What are my expectations of them and why?

s
3. Howam I communicating my expectations of my students to them
(both verbally and nonverbally)?
4,
How do my students react and respond to my communications?
5. Dol i iefi
' regularly communicate my belief in student’s ability to achieve at
high levels?
6. Havel i
: creat :
ed a caring classroom environment where students feel
valued and care for?
/. How do I inspi
inspire gl
pire hope, confidence, and possibility in my students?
8. Dolew
: er cause har : : i
m to my students, even unintentionally, and if s

how do I address it?
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_camining their responses tq these questiong

y regil® chat they are working toward Puilding and “Ustaining 5 o

re. )

] om cultu

e assro fe i :

i il chers be critically reflectijve and continyg|]

e cd l that ted . ¢ 1 1 y seek hOHESt

i i[ vitd fingof their biases and beliefs thqy inf ’
an

or i ;
rst ts them in being fy]] g CXpectationg
nde ¢s. This supports ng tully responsible £, the way
el eceor influence their interactions with studenyg. This contrib
. 658 . -

b plishing & caring classroom cnvironment,
ta
0¢8

> tachers ¢y,

ctations for All

cciations for all students has been shown to increase academic gyc.
high Cﬁﬂner 2007; Rist, 1970), motivation, apd enga
cessl (2010) and to facilitate deeper, more meaningful and respectful teacher.
erdly

ontrelat onships (Gay, 2010; Milner, 2010). Having high €Xpectations for
ST er:1ents requires that teachers be critically conscious regard:
31 stu

s’ abilities (Howard, 2003; Saphier, 2017), that the
of Stude(}lamar & Pitts, 2005), and that all of the necessar
:;s;(::d social-emotional supports (Lee, Smith, Perry,
pilt into their daily experiences in the classroom i
wstudent needs.

Students tend to live up to our expectations, especially during those critical
identity development years from pre-K to 12¢h grade, when they are formin
their senses of self (Rist, 1970). Rosenthal and Jacobson (1968) found a cor-
reation between teacher expectations and student achieve
sound selt-fulfilling prophecy, also known as the Pygmalion effect. This means
that when teachers have strong belief in their students and have high expecta-
tions of them, students tend to live up to those expectations and achieve at high
lvls. Similarly, when teachers do not believe in their students’ ability to achieve
ithigh levels and have low cxpectations of them, students tend to achieve ar
lower levels, We are stressing that it is essential for teachers to be mindfyl of and
Work to eliminate thejy biases to be able to communicate their deep beliefin all
o their studens ability to achieve, Saphier (2017) provides ways to consider
hf"” teacherg speak and act with their students that can send messages of low or
high “pectations, For instance, teachers should be reflective of how often they
:fll]:n which students, how they communicate with their snfdcnts verball}.r al?d

vetball, ang how those actions can affect their students’ senses of belief in
el.r o abilities and €Xpectations of achievement. Having clear, consistent,
erin;izdi;;xp licitly communicated high expectations for all, rooted in unwav-

»€an be 4 catalyst for high academic achievement.

8 Smylie, 1999) are
ways that are responsive

ment in their work
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When teachers have low expectations, students may €Xperience th
disrespect and can draw away from the relationship. In addition, seyg ent at
feel uncared for in ways that affect their experiences in the classrooms Mgy,
ticularly as they relate to motivation and achievement (Pringle e al., ;):Opar.
Such feelings can lead to unproductive behaviors. Pringle et 4], (2010) £ 10)
that students who perceived that their teachers had low €Xpectationg of t}z‘n
had “feelings of dread at attending the class, low morale, and 4 lack OFmOti:m
tion” (p. 36). Low expectations can manifest in multiple ways. For inStanca-
teachers may not have rigorous lessons and instead regularly depend on lov:’
level worksheets. Or teachers may allow a lot of down time in their classeg b‘
not teaching bell to bell. Conversely, when teachers hold high expectationsy
expressed through rigorous multimodal lessons, taught bell to be]] thmug};
active student learning and participation, students recognize these high
expectations and look forward to attending class, have higher morale, and are

g

more motivated to learn.
In addition to teacher-held expectations, not all students hold a deep

belief in themselves and their academic ability. Because of this, a caring class-
room culture with high expectations, which includes teachers’ consistently
reinforcing their belief in their students, may also encourage students to take
on this mindset for themselves. A caring classroom culture can serve as an
effective motivating factor in keeping students engaged in working toward
achieving at higher levels every day. Just as students may have believed nega-
tive narratives of themselves previously, they can grow into embracing asset-
based, belief-driven, positive narratives of themselves as well. This may lead

to a greater likelihood of higher achievement and a productive classroom

dynamic.

Academic Rigor

High expectations are expressed through academic rigor. By academic rigor,
we mean “the extent to which the knowledge work engaged in by students
requires cognitive simplicity—complexity” (Paige, Smith, & Sizemore, 2015).
[tis understandable that when introducing a new topic, for instance, a teacher
may wish to do so in the most easily understood, simple form. It is expected in
a rigorous classroom, though, that the learning dynamic will become incrca-s-
ingly more complex, challenging the students each day to think and learn in
more critical, nuanced ways. Students want to be challenged. They often think
that teachers have low expectations and do not care or believe in them when
there is only simple, minimal academic rigor in the classroom (Cushman,
2003). Low expectations coupled with low rigor particularly leaves students
of color and/or those living below the poverty line feeling that teachers d‘O
not believe in their ability, pity them, or let them off easily because of d?cH
economic and social circumstances (Rojas & Liou, 2017). Students having
this experience may lose respect for their teachers and consequently disengag®

(Cushman, 2003).
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To reiterate, a Caring classroom environment has high expectations for

fland providCS rigorous, scaffolded lessons that are facilitated by a critically
a . . C: alé

eflective teacher with deep belief in all scudents’ ability to learn at high levels.
I ' 5 .

When all of the above are enacted, students can experience significant success,

VIGNETTE B: HIGH EXPECTATIONS, RIGOR, AND BELIEF

ARE POWERFUL FOR STUDENT SUCCESS

Hilltop High School had an English language arts class for students who
had previously failed 11th grade English. Their teacher, Mr. Stevenson,
pushed himself to be critically reflective to ensure that he truly had
high expectations for all of his students. Because some of the students
had internalized some deficit views of themselves, Mr. Stevenson
also helped his students redefine the way they saw themselves as
the foundation for making high academic achievement possible.
This started from the very first minute on the very first day of class.
Mr. Stevenson stood in front of his students and explicitly shared his high
\TvxhpeCtatiOnS and belief in them. Mr. Stevenson said, “This is not about
',mooyou thought you were as a student before you walked in the door.

ly concerned about who you want to be now. You have a clean slate,

ang

eCoyoU "OW get to write a new chapter in your life story. You can be and

sUppromi Whoever and whatever you choose. | will see you as that and
I yo

Orget ) in, embodying it every day. It does not mean that wiaev:;
U ing, t}c: /o0 ve been, as your life experiences and choices haveisf [;ur
story © Person that you are today and are an important !)ar 05 }ifave
0t g hat | understang is that some of your past experience o
e You. Some of your experiences may not have given you
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freedom and options to become whatever yoy want
the best. | believe that each and every one of yq .
this class.” Many of his students pushed back_ Tyrone sa'n Sfl‘aight MYy
“I never got an A in my life,” said Frank. “But every teaChld' Buy | QASi'\
has expected me to fail,” said Shaniqua. o I'va . :n‘t_..
After discussing their concerns, they workegd togethe "hyg
classroom norms and expectations. “Hey y'all, let's do th; lf’ Creat e
from a new space of possibility and belief. Frank, however " Sajg andelr
in and watched silently with his arms folded in the COrnéJFUSt didn’t b@ur,
Mr. Stevenson noticed Frank’'s demeanor and talked With Eft Q Classy
ally after class to check in on his reactions to thijs experienclm Persy,
a mental note to continue to connect with Frank abg; thisi.hHe Mag,
the weeks and months ahead. For Mr. Stevenson, thjg collabg, roy
was about transforming how his students saw themselvesg andatlv effy
possible. Every day, he reinforced what they created and remin;‘/hat Wag
collectively and personally how awesome, smart, ang capable th:dt e
He maintained a high level of rigor in his lessons, ensuring that thé’Were,
constructed on the basis of their interests, and he scaffoldeq them e3]'Were
priately each day. He also provided them with the psyChologiCa[ sppro.
they needed to succeed. Students came to see who they truly were t;lfe
their own brilliance and expand their possibilities. They rose ' See
beliefs and high expectations Mr. Stevenson had for them

then took on as their new identity.

toin life

an ear . ou deSQ

to meet th,
] Wthh many

Lingering Questions

1. As the semester wound down and winter break was upon
him, Mr. Stevenson wondered what else he could do to

connect with Frank, who still had not bought into the norms of
the class.

2. When these students return after winter break, what will Mr.
Stevenson need to do to get them back on track?

3. How could Mr. Stevenson help his students understand that they
have the potential to succeed in all of their classes, not just his?

4. What other communication moves could Mr. Stevenson make to
connect with Frank?

Students are often very aware of a teacher’s perceptions, beliefs
about, and expectations of them. Students notice when teachers aré
explicitly clear about their beliefs and expectations of their stud?ﬂts-
as in the case of Mr. Stevenson, or if their teachers are communlca_t'
ing implicitly through subtle and not-so-subtle interactions w'ith then;;:
the classroom. When teachers hold high expectations of thelr stude
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chapter m

. chieving them, students feel more seen, respected,

min Lected to their teachers and classroom community
n o

) and € o ctudent engagement, motivation, learning, and

R5|STE d classroom envir h
pERZ” student-centere onment where teach-
s in . . .
5 carl cations for all requires persistent practices to cultivate
e

creaod high € d development. Persistent practices are ways of being
erz i ieamit Cofnmunicate to students that teachers care for them, always
:ﬂ i };;m, will never give up on fhem—'and that fallu.re is not an
lieve th ctices are enacted on a daily basis as the foundation of estab-
ion- SU€ pre ining a caring classroom environment. These practices
o and m;.un high expectations with demonstrated care, building rela-
balaniliz;gng i space for hope and healing, and cultivating belonging
nships> P o
;fd SuCcess:

..tent Practice of Being a Warm Demander
15

he more effective persistent practices in nurturing a caring class-
tis being a “warm demander.” Kleinfeld (1975) introduced
demander” to describe teachers who combined “personal

pers

One of €

foom environmen

h[’ﬂse “Warm X » §... 0%
 [with] active demandingness” (p. 335). Warm demanders insist that
warmt

«s meet high expectations in the classroom. According to Delpit (2012),
itudcﬂ Jemanders expect a great deal of their students, convince them of their
Dzir';lril“ance, and help them to reach their potential in a disciplined and
qructured environment” (p. 77). Delpit expands on this notion of being a
+arm demander when noting that the warm, caring aspects of this approach
g0 beyond academics. Warm demanders “see themselves as advocates for the
young people within a system that may not be so caring. . . . They consider the
whole child, not just his or her mind” (p. 85). Warm demander teachers never
give up on their students. They know that students will have good and bad
days, just as we all do. However, when warm demanders are faced with behav-
iors that are not aligned with the classroom norms, they continue to remain
wmmitted to their students’ success. Warm demanders foster a caring space
for thei students to struggle, push back, get upset, and express the full range
of emotions,

d V{arm demanders give and earn respect, providing a space for their stu-
Si;t:nt‘:};:i; httltln‘lanity in persistent ways eyery day. I.nstead of re.mox.ring
pecy eir classroorPs for sharing their frustration and reading it as

»Warm demanders instead appreciate students’ struggle and process,
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iving them the space and encouragement ¢ -
B L 8 © femain in ¢

munity and work through it. Warm demanders —ry
. s
with care, encouragement, and the support they need ¢ h ofthei, Sl‘n c%
0 g 3

0

beyond their previous bounds. Students who are being pugf,
Ushed in
thi

S

not always let teachers know how much they appreciate i, -
0 the - Vyg
Om \

often consider their warm demander teachers to be the b
. e
are many ways to approach this work, but they ultimage| N lthey h
yall ¢
m

ent, l)llt

ad, The;e

My

to students that their teachers’ persistence shows that th :
€Y care apg Nicay,
that (3

thinks I'm worth her effort” (Saphier, 2017, p. 64), When cq
arlng relat, ¢

are persistently nurtured and ground the classroom -
are more likely to be fully engaged, grow in new and Cha]lionmem
“Nging v,

a

achieve academic success.

Persistent Practice of Building Relationships

Numerous scholars point to persistent, caring relationghj S
foundations for effective teaching and learning (G ay, 2010[.) HaS One of g,
Ladson-Billings, 2009; Milner, 2010; Noddings, 2012) [’) OWard, 2010;
(2009) explained, “At the end of the day, effective teachingufcliz:n-ﬁndrade
€nds Mog;

heavily on one thing: deep and caring relationships” (p. 1

2. Studen are

often more motivated to engage in learning when they feel th hej

truly cares for them. For instance, a student who is perfOrmijt t CIr teache;

science and social studies may perform poorly in English if gh qult.e well i

English teacher does not care about her. Demonstrating Cares ¢ thinks he,

on a daily basis is a persistent practice that continually reinforce:v:}tllz Stludents
relatiop-

ships as the foundation of their learning community.
How do teachers begin to develop these deep caring relationships? T,
. ey

begin with persistent practices from the first day of sc

hool. A great way for

teachers to get to know their students personally and establish meapj

relationships with them is to spend intensive time during the be ‘?anf“gf“l
each school year and then regular time woven throughout the schi:;nmg .
focus on getting to know their students personally. This also provides tz::}: i
the chance to see the distinction between their perspective and biases and w;r;

their students are.
Milner (2011) delineated five clear actions that educators can also

ado i i . .
ptas persistent practices to cultivate relationships with their students:

1.

i ntc.erview Your Students. Teachers sometimes spend infinite amounts
of time talking about scudents to their colleagues or to students’
parents but minimal time actually talking to students themselves.
This stracegy suggests that teachers engage in conversations with
students themselves to learn from and about them.

Give assi

iveassignments that allow students to share their experiences and

inter : : it
ests. In language arts, assignments might include journal writing
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0 . Anme
A sof envirol
efch mu nity-
" (Jassroom discussions that let studens be the center of
ra
e’ . Teachers should notalways be at the center of discussion,
'O . S
4eeh dallow students to share events and €Xpetiences from, |,
u ; Ome

heir community. Students should be allowed tq share whateve

{ 1 . r
anfd nation they feel Comforl table discussing, When I taught hig,
nfor . facilitate w
lnh ol Enghsh, Tused toh hat I came to call “rap sessiong”

0 : .
g dents to have conversationg Wit
hat llowed st Moot _ h each other abour whgy
ing in their lives inside and outside of schoo
25 happening . o0l The students
W joped ropics that they wanted to discuss, ang we selected a few ¢}, ;
deve b . P } a
ate issues or just to s .

Jlowed them to de J hare their Perspectives o 5
Particulaf theme.

RS

Actend extracurricular activities featuring your students. It meapg
omething t© students when teachers take time out of ¢,
(o visit an activity they are involved in. . . . It s important for teachers
o atend students’ activities—such as their plays or sport ng events—
even when they are not on duty as coaches, chaperones, directors,

or SpONSOLS. Teachers from elementary through high school should
feel a sense of responsibility to be present at events thar hel
sudents’ educational experiences such as those connected
curricular activities.

4‘ .
eir schedyles

p complete
to extra-

I

Visitasite in your students’ community. When teachers immerse
themselves in a student’s community, they get a first-hand view of the
student’s life outside the learning environment.

The classroom culture and curriculum should build on the knowledge
ined from learning about students. Doing so as a daily persistent practice
s students feel more fully acknowledged as an integral part of the class-
“mcommunity, Connected to these practices, teachers can engage in daily,
"aningful communication that supports the development and maintenance
"arting relationships, Teachers should regularly check in with their students.
takei :ga;eozaﬂf)’ Vga?rs to enact this, including welcom‘ing .students. at the :lioor,
W ey arz their nonverbal and verbal commumcatlen, askl.ng students

and what they need, inquiring about their experience of the
. d culture, and soliciting their reflections on lessons and
Ifastudent seems “off” that day, a teacher can proactively check
tudent personally as soon as possible.
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In addition, teachers should model the kindy of shar
ry
elicit from their students. Teachers can be transparen aboy,
, t
rience of the classroom and, to some extent, thejr Own jy,
. . 4 €s.
a teacher may share with the class that he is feelmg “off > OF i, Xbe.
. ‘ . . . ) SuCh ta
was up all night caring for a sick child and is therefore tired , ag “’hen ’
a

way, students can understand v;h)l/ the teacl;er may be acting diie tdy, W
: y :
usual. This can help students feel more safe and Comfortable whre“tlyth ’

behavior is out of the norm. Teachers can also acknowle en
5 whe . iy
e

mistakes, providing a safe space for students to also make Y
: . ist a
that they too can offer and receive critical feedbaclc Bhes ang

s . Crsj
tices of open, honest communication nurture dynamjcg of cq Istep,
re

and t

the classroom.
Duncan-Andrade (2007) provides a deep analysis of vario

dynamics, including the difference between being likeg an:jls bre.lationship
According to Duncan-Andrade (2007), the one factor thar InoS:tin.g l°Ved_
ates the experience of like from that of love is trust. Ip his research, lfferenti~
that the shift from students’ liking to loving a teacher OCCUrred’ f‘le foupg
of the love and support that accompanied raised eXpectations, g, Cage
this was simple encouragement, but many times it meap; amplifn-leumes
personal support given to students. . . . And when that help is frop, SY(:ng the
[who] loves you, in spite of your shortcomings, you learn to trust tha, meon)e
(pp. 634—635). This sense of love is powerful when it is reciprocy] bef‘:,fson,
teacher and the students in terms of how it manifests in what is then pO:e'E a
in the classroom. As Duncan-Andrade states, “The people [who] e lov:l le
demand levels of commitment from us that defy even our oWn notiop, ar;
what we are capable of. People [who] we like, but do not love, typically :e
not able to push the limits of our abilities” (p. 634). The teachers in his seygy
who developed these deep trusting relationships also expressed thag they
were “indignant about student failure. This was due largely to the fact thy
they saw the failure of a student as their own failure. At the same time, they

never excused students from their responsibility” (Duncan-Andrade, 2007,

p- 635). The persistent practices of being a warm demander, nurturing caring

relationships, and challenging students with love and support help maintain
the needed trust required for effective caring classroom environments.

Persistent Practice of Psychological Safety

In order to have high expectations and a rigorous caring classroom culture
teachers must also have a persistent practice of providing a psychologically

safe space for learning, By psychological safety, we mean “the feeling that tak-
. ; . . 5 T e
ing interpersonal risks will not result in embarrassment, ridicule, or shame

(which) enables people to engage, connect, change, and learn” (Wanlcss,
2016, p. 6). Teachers providing psychologically safe spaces for Jearning cat
reduce barriers to engagement and support students in having greatet agency
in the classroom (Wanless, 2016).
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ild on how caring, trusting relationships help Create

o b foj learning. As mentioned previously, when teach
:Eiicre:ttid61lts and actively notice. and inq:ire imObWhY Studeng mgy Ungy o
gaged, frustrated, and unresponsive, ’teac ers Cfan etter ac.idress thej, s: disen\
needs. Doing so adds to the students’ senses o PSYChOlOgl cal safy | udents*
students may seem to be frustrated about not understandmg ; lﬂsson, tht Ougy
actually be reacting to deeper problems,. such as hun.ge.r, Sleep dePrivat? Mg,
other problems outside of the school- environment, It i importgp, or Stuon, o
to feel heard in these moments of distress. When teac},lers do not rowddents
space for students to be heard and supPorted, students behavior Mmay be: the
unproductive or even counterproductfve. These student behavims can Ome
the whole classroom environment. For instance, students and teacher, worl e
together may establish a signal for stndents t'o nonverbally commuﬂicate th
they need teachers’ support before actlng out in unproductjye ways. at

Students and teachers should be actively and consistently comm
that they develop their knowledge and understanding of each other
to nurture a psychologically safe space, it is vital for teachers to be Sensitiye ang
aware of when conversations are appropriate to have classroom_wide and v,
to have them one on one with individual students. For instance, the whole g n
could discuss their shared need to have the co-created norms and expectatioans:
posted in the classroom as a point of reference to ground their relationships with
one anotherand anchor their learning experiences each day. Individyg] studengs,
however, may need the opportunity to share one on one that they SOMetimes g
frustrated when they do not understand a concept being taught and they wan;
to discuss how to best deal with that frustration. A psychologica]]y safe space
provides the understanding that students will not be judged when they share

themselves in vulnerable ways, and that it is safe to do so.

e Ologic
°S are aty, b

Unicating %
To Contip,

Persistent Practice of Fostering Critical Hope

Teachers who develop and sustain caring classroom environments enact the
persistent practice of fostering critical hope. Critical hope is about developing
the awareness of societal injustice paired with the hope that change is possible
with concerted action (Duncan-Andrade, 2009; Sutton, 2015). According to
Duncan-Andrade (2009), critical hope is a powerful source of inspiration and
possibility for students’ learning and lives. It is imperative that teachers are
in the struggle for such justice along with their students, whether they are of
the social identity group experiencing the unjust oppression or not (Duncan-
Andrade, 2009). Our schools and classrooms are microcosms of our larger
society. Oppression and marginalization occur in those spaces as well. Tf?aCh"'f;
need to be cognizant of how they either interrupt or perpetuate injustice af

oppression in theijr spaces. Teachers must continually critically reflect on their

. . . s d their
actions and practice, g5 mentioned previously, to critically understan
role in such dynamics,
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always be cognizant of how their actions affect the clags.
e rnU:n  for all of their students. Teachers r.le?d to continually crigj-
on ! mjil .5k themselves, “Are my actions Pro?”dlflg ? *pace for healing
ZI " ect ;;ditioﬂal harm? Are my actions in S().lldaf'lty W.lt‘h my studengs
sl .~ critical hope or am I perpetuating Inequities, oppression
of Ce ondering Cm le, Jose was getting frustrated with a math problem in
j: ] Pajn?” liofde:; apn d Jose expressed his upset by yelling curse words and
s Benneﬂ;iS desk repeatedly. Teachers might find this behavior offensive
oging O ic and react by writing Jose up and sending him out of the
) roblemati cipal’s office. Any number of disciplinary actions could be
o ©0 t'hC Prll:e F; s a result, possibly sending him along the pipeline to
Jken against g::eantim e, being removed from class may have also meant that
ison. [n thﬁf It a sense of belonging, experienced a break in relationship
he no longerh ¢ and would also miss valuable learning time, making it that
yith the tC&; if;r;uit for him to learn the math content he was struggling with
,muCh glotr e Jace, rendering him that much more behind in class. What might
:? i:e f;ollzcd l;ke for Mr. Bennett to instead stand in s?lidarity with Jose?
How could he have heard his pain and struggle, and provide the care needed
in that moment? How might he have supported Jose in working through his
anotions and academic needs to process forward toward success?

Teachers can foster critical hope with their students by (a) being
diically reflective of the self, school, and society; (b) deeply listening to
andacknowledging students’ expressions of emotions in all their forms, pro-
viding a space for healing; and (c) standing in solidarity against oppression
Vith their marginalized students, Those are three examples of persistent prac-

tees for teachers o engender critical hope in a caring classroom environment.

"Sistent Practices for Belonging and Success
Pri , A :

a;:‘glbe etal s (2010) research showed that students “perceived a direct associ-
"Detween the hegatively charged interpersonal relationships with certain

VIronment
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creased their feelings of belon Sl .

g ghess in the .

: ir level ivat;
cecting” (p- 35) which affected their levels of motivation 5, d e,

ing is also connected to the; _
A student’s sense of belonging is a . their Cxpeuence gemez\
(Wanless, 2016) in the classroom of gh., Mt
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teachers that h

£ psychological safety . -
o PISI)]’ persisfendy practicing cultivating a sense of beloﬂging for '
all g

teachers commit to doing anythmg ne;essa;r)’ to keep Students fin udeflts
* being removed from the classroom ¢ the
room. Students” being an hay, neo. . Clag,

ically as well as social-emotionally, Thie : ive
sequences asudemics i Y- Ahis is the Case |, Cop,
Ot ;

for the student being removed from 'the classroom commupiy, bug
the students who remain as well. This occurs 'because knOWing thay or y
can be removed from the classroom community can hyre studenge : ey,
psychological safety in their c‘lassrooms. In add.ltlon to a diminishc:c;1 o
of belonging, students who miss classroom learning time tend o gy b Seng,
academically (Gottfried, 2010). When students are sent out of the iy ching
it damages their relationships with the teacher and the classroom, com ssrool ’
This can also lead to students disengaging upon their returp ¢, the cla:ﬂumty‘
Students should be provided with every opportunity to femain in ¢he lesro? ‘
community. Teachers should seek to understand their studentg’ beh arnjp,
meet their needs before considering writing up referrals and sending ¢he
of the classroom to be penalized. Teachers should also do thej, best tonz out
every day as a new day. If students demonstrate behaviors thae Atsngr lfleat
with the co-created classroom norms, the teacher can wipe the slare ey nlne
the end of the period and communicate with the students that they too c:
start the next day anew. Doing so proactively maintains students’ sepges of
belonging in the classroom. Teachers should also remember thay behavior jg

taught, just like subject content, and to be patient as students learn and grow

in this area too.
When dealing with difficult situations with students, all teachers should
have a persistent practice of asking themselves such questions as these:

R s S e R I,

* Havellistened and heard what this student is cbmmunicafing Q%
verbally? o !

* Havelmissed any nonverbal cues?

°* Is thestudentexperiencing distress? -‘

R T

° Havel contributed to this distress in any way? If | have, what

canldoto acknowledge t, take responsibility and work to
heal it?

Do e e

’ Ha.ve | tried everything possible to support this studentin
being successfyl both academically and behaviorally?

i
‘E‘\‘u: s

i . . e Of
questions helps teachers maintain relationships, a sen® s
- cess.

and more learning opportunities leading to student suc

Asking SUCh
bCIOnging’
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c : .

st b b fore, knowing thata break i, belo
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g C: PERSISTENT CARING REL

MAKE A DIFFERENCE

5 12th grade English teacher at 0
as

; Greep tontly worked to build relationships Wi
i

Verbrogk

thall of her
" n them at the door each day ang building the Students
S .

High Schogl.
le

Welcom'nund their interests.' >he also had 3 ®lan an e )

o ar0 - anew day!” letting them know.that she woylg Not give yp g
.‘EveFYday ifyesterday wizis i hEd Dy Dgsplte these Practices, Ms, Green
{hem'evjrlo connect with Cy, a studgnt In her fifth Period English class
ofru :erQUentlY suspended and missed many days of = .

W

Fning eXperi-

a retationship

", but she kept trying. She was finally ab|e to make 3 connec-
yith T

_when she saw his photography as part _of a multimedia assignment

-mnheir class. Through his photography assignment, Ms, Green learneg

n tt £y's mom, who died when he was 6 years old, was a Photographer

tha ol He used her old camera to take pictures, As Ms. Green contin-

i talk with him about his photography, Cy shared with he; that his

- t:Wrestled with addiction and that their family struggled financially,

?;izenew knowledge about him helped her understand why he was often

ypset and disengaged from class. As she continued to get to know him

troughout the semester, he shared that he was considering dropping
ot of school. She made it clear that she completely believed in him and
ihat dropping out of school was not an option and that he deserved bet-
ter. They had an idea to make him the school photographer, which gave
fima greater sense of belonging in the classroom and the school. Other
leachers also got to see him in new ways that helped with their relation-
ship building with him too.

Ms. Green was pleased with the way Cy had grown and developed
Wring his senior year as well as the way she and her colleagues were

fleto see hig strengths and assets. Nonetheless, Ms. Green found her-
self

Pondering some unresolved questions.

Lingering Questions

- How else could she support Cy in his continued development?
LW

What othe students was she “missing” in her daily attempts to get
' know them?
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A caring classroom environment is one where teacher

istent practices. First, they Are Warm demaﬂdersvj engage.

personal warmth with high 'expectat.lons Fof sl Students, Seho alancln
engage in relationship building that is both de‘ep and Caring TC nd, th:
create a psychologically safe space for learning. Fourth, th hirg they
cense of critical hope in thelir classrooms. And fifth, they he[e y
have a sense of belonging in the classroom community, g ent
these five persistent practices helps teachers hold the Studegaging )
ence at the forefront of classroom management endeélvo,-snt Xpey;.
vides a caring classroom environment. and p

_—__—_-\

PARTNERSHIP WITH FAMILIES AND COMMUNTigq

five pers

So far in this chapter we have discussed the importance of being stid
. . : £, e

centered, having high expectations for all, and engaging in persise pra -nt_
. Ctl

in support of student success. The fourth and final piece that is nee ded fff:s

or

creating a caring classroom environment is building and sustaining pary,

ships with families and communities. By families, we mean those whe care ang
an

provide support for students, whether related by blood or not. By communit;,

we mean the people and organizations students are connected to in thej, nei h‘,

borhood and local area. By partnerships, we mean meaningful and collaboratgiv;
relationships that benefit everyone involved. Students do not exist in isolation
but are deeply rooted in their families and communities. The more teacher
understand their students’ familial and community context and connect thoge
assets to the classroom learning opportunities, the more responsive the whole
classroom experience will be. Making these connections also demonstrates

teachers’ deep levels of caring and commitment to their students.

Partnering With Families
Families can include mothers, fathers, stepparents, grandparents, aunts,
uncles, siblings, foster parents, family friends who may act as family members,
and group home staff, among others. It is critical to be aware and respectful of
all of the many forms that families can take.

Teachers may feel that they do not have enough time to communicate with
families. However, doing so may lead to many positive benefits. For instanc®
some research suggests that partnerships with families can lead to higher
academic achievement, graduation rates, and improved attendance (Oxley
2013). Building par tnerships with families can also lead to decreases in student
disruptive behaviors (Hohlfeld, Ritzhaupt, & Barron, 2010).

Establishing Relationships With Families
on. E¥v¢”

,;Ihe first step in building partnerships with families is comm unicat hroug
efore the school year starts, teachers can send e-mails, send letters*
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0 introduce themselves. Some schools yse Web sj
ites

ns berween teachers and familjes, y
co stay in touch with families if they hay

ome
onnect©

n()logy
.l! C
ll]f” mﬂke -Cctive wa)’

€ access

o ;b o i calling @ family member, right after iieod
i . cache’ i d ask the family member if they have a fey Minutes
If, e eqrn ask, “Is now af oka)‘/ time?” This respectful act lets the
e A each wthat the teacher- realizes the%t the family member i busy
ber may be interrupting something. It also makes the family
incencly on the conversation. If the family member says

me, the teacher should ask when might be a better time

cing

bef

good tl
aclt g then-
b {ollo“’up ally red

A init
‘ n
\th 1 n[[Odu

i an 1
owit
w5 . ¢he ceacher.

J

Wz T
o’ al institution-

ching out o families for the first time, teachers can
ction about themselves. A personal introduction will
Until then, the teacher is often just seen as part of the
Family members may already have lots of thoughts

educa[io. Jbout reachers from their o-va‘rn experiences or in the past with
d feellcfilg:ts which are not always positive. In addition, a teacher can also
a €I .
el S fehe following:
families
I
o teacher cares about the student and will do whatever they
' Thn for the student to be successfulinthe class.
ca
The teacher wants to learn from them anything that can help
. them teach with the student most effectively.

The teacher values their input, knowledge, and experience and
cees them as partnersin supporting the student to achieve.

The family can contact the teacher and should feel invited to

dosoatany time.

The teacher should also add a form for family members to fill out regard-
ing what they want and need in terms of communication. This can help
stablish a strong, positive relationship from the beginning. Be sure to ask
the following:

e g pmETAEETERT STl

the name(s) of the family member(s) who should be contacted
aswell as their relationship(s) to the student,

4

the preferred form(s) of communication,

Contact information, and

best tj |
| mes and days to connect. i
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In reaching out to families in this way, families m,
they can regard teachers as partners. As a result of this, famijjep
may be more warm and welcoming to future teacher contacts. ieg S5po,

This initial communication can also include a survey, s, Sy
to Know My Student” form for families to complete, PrOVidinas at
useful information that can assist teachers in getting to Know :o; l?t
from the families’ perspectives. It is important that teaches s eir
sional judgment in posing questions to families in order ¢ avo
may come across as disrespectful. For instance, it is importan;
communicate with families to remember the wide array of fa
they may encounter. For instance, teachers should not inquire
member’s marital status or income level in a beginning-of_

y begin to

etting
S Qf I'ic

Stud
¢
S thei r nt&

d Probe; thy
V&Then teacher:
mlly dynalhics

abOut
a fam.
L
the_year Congge, ly

:

this may come across as insensitive. as
Another simple action that can have a positive impact op, teacher.
tionships with families is for teachers to frequently connect with IS rel
share only positive news. Taking a couple of minutes to send ,
make a call to share something positive about the student cap be tre
dously helpful. This can be especially important in the case of 4 sk dent"vl:}?.
is demonstrating growth and progress. Ideally, positive contact should OCCu(:-

more often than negative contact, so that families know that teachers see ¢},
Cir

mCSsage or

students’ many assets. An additional benefit to this is evident when 3 teachey
needs to contact a family member to discuss an issue or problem. Iy, this cage
because there have already been a number of positive contacts with fami]}:
members, they already know that the teacher genuinely cares aboyt and sees
the whole student. As a result, the family members are often more open to
listening and less defensive than when these kinds of interactions are the first
and/or only time the teacher and family ever connect.

When communicating with a family member about an issue or a prob-
lem, a teacher should consider sharing the student’s positive qualities first
and last. This can be remembered using the initials “PNP” These letters
remind the teacher to share a positive point, then communicate the negative
issue, and then close with another positive point. Teachers should be cate-
ful to offer positive points only if they are true. This communication will be
counterproductive if the teacher does not communicate in a genuine man-
ner. Teachers should remember that even the most challenging students have
assets. For instance, even if a student will not complete written work, that
student may still be an excellent critical thinker and significantly contribute
to class discussions.

When communicating with family members, it is recommended t©
make a list of all of the points about the students that teachers want t©
discuss. Teachers should use easily referenced bullet points as much as po”
sible. Reading from notes at any great length makes it difficult to engag:
in effective dialogue and listen to family members. Teachers should
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mselves ;
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whe scudent actions. An example of objectiye L langUagc
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any ™ _ctive than subjective language_ An exan : YPe of [ay,.

e Ple of Subjectjye

.. more 1ha “Johnny is lazy because he does noy do b
F ot yage is more effectlve' because it simply 0
!ab; (Ve Iaduce more positive reactions from fam;; cs. Familic,

0 4510 o o subjective language, which may ¢ onvey 3 ing may rege,
rcﬂre crongly ched to it. It is helpful for teachers ¢, remj bgment aboyc
n;: udent ﬂ“:; human beings too and share the same raime erfthat fam-
i[]}’ mem;;egr: fhaf teachers do. Families should never be maﬁe :0 tf}:: fl}::s
an hildren’s ceachers are the ene.m)’- Te:?c.hers should Consistencly wmkt
dell ¢ chemselves as partners with families i addressing oy probl

(0 posltlozlate d to student success. Working together s more effectiy ems
risSUEs trcach ers listen to families is just as important 4 how teachers s‘ "

Ho.‘]"’_ .. Most family members deeply love and care for thejr studE::a

0 fafm : .SOUI' ce of most of their reactions in communicating with g :
This ls-s[jrenportanr for teachers to hear and honor the families a5 advo;i es-
g:dlfe;r children. This Perspective provides a CompaSSiOTIatc place to listen
from, especially if reactions esca?ate. In most SIS, ffjlmllies are just doing
eir best to love and support their students. Considering the importance of

h communication efforts with families can assist teachers j this valuable
su

S with

States the facts and

endeavor.

Negotiating Conflict With Families

When communicating with family members about difficult conversations it is
mtuncommon for family members to become angry. Teachers should provide
families with a safe, caring space to have all of their feelings heard. Teachers do
mt nced to agree with what the family member is sharing, but active listen-
ing helps teachers a great deal with relationship building (Whitbourne, 2012).
This is an Opportune time for teachers to contemplate what the source of the

family member’s upset might be. For instance,

aC,
fing Enrvir o,

"hg“
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s the family member feeling that her child is being e ‘
unjustly? If yes, how so? eq \

Does she feel offended by something the teacher just saj

d?
what was it? 'fso.

Has the family member been contacted multiple times

about the same issue and feels that the student g Not be;
supported sufficiently by the school? If so, what does th, ng .
family member think should happen?

e |sthe family member only just being told about 3 Problem
has been going on for awhile? Is he now upset that he was at
not informed earlier? Does the family member feg| that the
teacher does not understand the student because the two are
of different races? How does this difference play a ro(e?

e Does the family member feel that the teacher does not
understand the student because the two are of different
genders? How does this difference play a role?

o Does the family member feel that the teacher does not
understand the student because the two are of different
socioeconomic statuses? How does this difference playarole?

Furthermore, teachers should consider the following techniques whep
interacting with upset family members. Teachers can listen closely to the fap.
ily member’s tone of voice and what it is communicating. If a family member
does get loud or upset, the teacher can take a deep breath and soften their tone
of voice. This is a time for active listening. These actions can help deescalate the
situation. By using strategies such as these, teachers can deepen their under-
standing of students’ families, move beyond conflict, and build true partner-

ships that support student success.

Meeting Families in Person

When meeting families in person, teachers should be aware of their body lan-
guage. Teachers should use open body language, such as avoiding crossing
their arms. Open body language shows that a teacher is open and accessi-
ble. When sitting down with family members, teachers should be thought-
ful about seating arrangements to balance the power dynamics. For instance,
teachers should sit at the same table with families or use the same classroom
chairs as their family member guests. Always let the family know beforehand
who will be attending the meeting so that they are not surprised and do not
feel intimidated when they enter the meeting room. Moves such as these make

families feel as comfortable as possible.
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| ity hers get t0 know families and thejr multitude of assets’
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). As reac he ¢l k

. ilies into the classroom to teach and facil:c... -

o0l P 4 inVIEE famili cilitate jn cultur-
c

adP 7 e ways from their knowledge, Ski_lls’ and experiences,
;1]\’ [esponsle countless Ways to create a bridge bc.:tween familj
’ﬂlfreaLadson—Billings (1995) .dlSC'HSSe:s the importance
dasswo[.n-' and schools, such: 45 br.lngmg in family members

amlltez . residence. This provides a meaningful opportu

f
L;fsspﬁop al krlowledge to the classroom. An example of this
p cultdf

i pilde

fhclflassroolz ¢ lmo‘,\/led

ds

f

¢s and the
of Connect-
as artists or
nity to cop-

, occurred ip
i s cixth grade English language class. Mr. Dayjis invited his studen
M. 2

+ orandmother, Ms. Shamilah, to be an artist in residence during
ganecka$ gfah scudents read a historical novel. Ms. Shamilah was known
unic 10 Whlfmity for creating story quilts. Together they all decided on a
i thcfcog?;l ¢ novel they wanted to capture on a quilt for their class project.
scmgh:inil&h raught the students how to create the quilt. Students also collab-
j::lrcdwith the math teacher, Ms. Donaldson, who, along with Ms. Shamilah,
iped students understand the measure.ments needed to create their quilt.
\ls. Shamilah came to class a number of times throughout the month to carry
arvatious aspects of the unit. This lesson was highly engaging. Students were
odelighted by Ms. Shamilah’s lessons that they remained focused and atten-
ive the entire time.

Family members can be invaluable partners for classroom teachers. By
uking the time to establish good relationships with families, teachers know
hit they have built strong bridges with their students’ most fervent advo-
s, By being thoughtful about their communication with families, teachers
“nunderstand that conflict may happen and can be resolved successfully.
} b‘eing mindful of how body language and space dynamics affect com-
T:::j:iin’ teadfefs A successfully meer face to face with far?ilies in ways

"¢ relationships. And by connecting family members’ assets to the

Jacyy
o ° 1 . h E
ceting with families, consider issy 9 Vit onmeny
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classroom teachers are taking many positive steps towsa . db
uilg;
In
¢
pﬂr
h

nerships with families.

partnering With communities
o build partnerships with families, e
nerships with community members and Organiz:tlf:hers .
y involvement in schools has positive effects on iong,
delinquency rates, and student behavior (Hohlfeld et alsu;dent
the culrural wealth (Yosso, 2005) of the community iS-,aJ 010), BUildi
way o extend the caring classroom environment and brip, 50 a ve N sg o
sive resources into the school. Again, students do not eXiStg' Cl.lltur i reserﬁll
d in and shaped by families and communities, T}in isolatjy, buizon-
and connect to our students’ community cZ:tlore We und:e
eXts, the

di Y .
ing relationships, developing culturally , Mo
esp()nSi\,e

Just as teachers ca
s
Inde&do build

2§ CO
ach; 0.
hl%’nen
L,

part

muni

immerse
stand, embrace,

effective we will be in bui
curricula, and expanding our caring classroom environme
nt,

One way communi izati
. y . ity organizations can support students in
offering social services needed by students and their famili I:Chools is b
o _ es. Basj
needs must be met for significant learning to occur. Maslow (_19aslc humg,
the five fundamental areas of human needs as physiological need 43) detaileq
. needs
and belongingness, esteem, and self-actualization. Many of th > safety, o
’ y ; . €se ;
ously discussed in this chapter. A caring classroom environm WEIE prey.
; . €nt m
these basic human needs. Addressing these needs is one way ust addregg
. . Comm .
niza uni
UOI: can become classroom partners. Although teachers sh ldty Orga-
expec ) ou
: pected to meet all students needs, they are well positioned to link thnot be
. " n H
ents to the many assets in their school and communities. Wi €ir stu-
the first line of contact with students, knowing wh es. With teachen
what assets and
for stude g and resources exi
r nts tol access can be extraordinarily helpful and a powerful o
of the caring classroom i . extension
# e b cai i Wit;n\;ir?nm}clnt.lAccordlng to Favela and Torres (2014),
their school counsel
_ ors and communi i
tions to connect studen ) unity organiza-
t o]
(5. 51). Many com S fmd their families to resources, solutions, and hope’
i ﬁ)od}t’, l{Smunmes have programs that address basic human needs,
an
mentoring progr , “}Cnml }:ieahh supports, health clincs, and tutoring and
ams for studen .
community assets, stud ts. By teachers connecting students to such
—— , students feel cared for and are more likely to achieve.
eachers to be effective with their stud _ .
know their students eir students, it is imperative that they
nts :
their scudente’ community contexts. One way for teachers ©© g know
students’ community ¢ .
nities they ser dl ty contexts is to spend quality time in the comm¥”
Ve an .
about their students’ earn about all of their assets. Teachers can Jearn mor
udents P . .
analysis (F communities by conducting 2 community resource
¥ avela & Torres, 2014). This i _ hers can
explore and gain ’ . This is a process by which teac d
reat : . i in
schools, nonProﬁg er understanding about community assets includl”s
t organizati . ; cen”
ters, entertainm ganizations, houses of worship, businesse® health .
ent : . . . . . {t1€Ss
, and libraries. Spending quality time 12 commut!
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A caring classroom environment is one where teg,
nerships with students’ familie§ and c‘o_mrr.\unities. A NUmbe, op Papy
gies for building partnerships ‘.N.'th families include being PFOaCO-f St'"ate‘
building relationship with famllle?s before any problemsg arise tlvea °u;
can be mindful of how they negotiate any conflicts wijt, famiue' Teachers

occur. Teachers can be thoughtful about how they interact wit&;\t May
when meeting face to face. Teachers can regard familieg e lfa ligg
assets to enrich student experiences. Similar[y_ Communityc as,s,.oom
can be regarded as classroom partners as well. By inviting co embers
members into classroom spaces, teachers can make studentg munity
ences between community and school more seam|ess 4 SXperi.

nd addre
dents’ needs as well. SS sty

_—\

CONCLUSION

herg deve

This chapter discussed the interconnectedness and importance of
rooms being student-centered, having high expectations and rigor £, I
built on persistent practices, with partnerships with families and commua.’
ties as a foundation for caring classroom environmencs. By being Studezi-
centered, we mean co-creating a classroom with students th

Class_

at is cultura]ly
responsive and addresses their learning needs in engaging ways, By hay.

ing high expectations and rigor for all, we mean thar the teachers believe
in every student’s ability to achieve at high levels, plan challenging lessong
accordingly, and provide the needed supports for success. By having per-
sistent practices, we mean that teachers are consistently being and doing
in ways that nurture a caring classroom environment, including critica]
self-reflection, relationship building with students, maintaining a psycho-
logically safe space for learning, and fostering critical hope and a sense of
belonging in their classrooms. By partnerships with families and communj-
ties, we mean that teachers consistently build relationships with the people
who are extensions of their students’ lives in meaningful ways and connect
their funds of knowledge to the classroom.
In other words, teachers should consistently show care and communi-
cate meaningfully with students and their families, co-create classroom
expectations around academics and behavior with their students, maintain
high expectations for all, and show to students a belief that all can attain
them, providing the necessary individualized academic and social emotional
supports to reach them. Doing all this provides a nurturing, engaging class-
room climate and culture where all students can thrive and succeed in W"*Y §
that manage the classroom space effectively. These ways of being and doing

also play an important role in disrupting the cradle-to-prison pipeline.



ommendations

Belief, High
Expectations,
and Rigor

Teachers’ beliefs,
biases, and critical
self-awareness
must be reflected on
and fundamentally
understood as the
drivers of expectation
(Devine et al., 2012).

High expectations
for all students

are imperative for
engagement and
achievement (Pringle
etal., 2010).

Rigor—simplicity
through complexity—
must be used,

with an emphasis

on scaffolding to
meet the students
where they are

and continually
challenging them
(Paige et al., 2015).

Academic and social-
emotional supports

are required to ensure

that all students
have all they need to
succeed.

The Warm de
approaCh re
deep carjp,
O students
and continu.g,uy
challenging them
Kleinfeld. 1975)

BUilding trusting,
caring relationshipS
IS the foundation
for learning with

one another (Mj|
2010) ner

Maintaining a
psychologically
safe space is

a fundamental
requirement for
learning (Wanless,
2016).

Foster critical
hope toward what
is possible with a

critical eye, standing

in solidarity with
students (Duncan-
Andrade, 2009).

Providing students
with a strong sense
of belonging in the
classroom nurtures

learning.

and community
assets ang funds of

Nowledge to the
classroom (Mol
etal, 1997).

Partnering with
families and
communities makes
learning more
culturally responsive
(Gay, 2010).

Partnering with
families and
communities fulfills
needs that nurture

learning.



