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ABSTRACT
DMITRIY CHUKHIN: The Presence (and Absence) of Caring Relations ime@tir
Middle and High School Mathematics Teachers’ Discourses and Practices
(Under the direction of Dr. Olof Bjorn Steinthorsdottir)

Based on Nel Noddings’ writings about an ethic of caring, five teachersh(gh
school, two middle school, and one pre-service) were interviewed in this pilot study to
help determine 1. How do teachers perceive an ethic of caring in their clasdrooms
Particularly, a) how do they view themselves as caring for their stut¢tsyw do they
view their students as being cared for, and c) how caring relations amgantpuaith
respect to mathematics, and 2. How do teachers’ perceptions of an ethio@f cari
influence their behavior within the classroom, including their lesson plans, praect
interactions with their students? Semi-structured interviews were usatlingin the
emergence of five major themes: 1.) fairness, 2.) a desire for theintfudell-being,

3.) a desire for their students’ academic success, 4.) fostering angagpi with their
students, and 5.) involvement with parents. Other topics discussed include the relation of
mathematics to caring relations, character education, and the role oé coloaring

relations.
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Literature Review

Much discussion has come about due to the recent push toward a greater emphasis
on standardized testing in our nation’s schools. This push, gaining steam in the 1980s and
continuing into the 1990s, has been epitomized by the passing in 2001 of the No Child
Left Behind Act that has greatly influenced curriculum, as well as praatisehools
throughout the country. The act has put much greater importance on high-stakes testing,
and this emphasis has been felt in many classrooms, as well as in many 'diudents
Teachers, parents, and students have all withessed the transformation olfectarric
reflect the weight that has been placed on these tests. In fact, it seeinis flegiglation
has had so much impact that schools have become institutions that exist mainly to turn
out graduates with the ability to pass standardized tests and enter thiecono
workforce.

Contrary to this model of schools, other visions of school have existed throughout
America’s history, particularly the idea of “educating republicazeits” (Tyack, 2007,
p. 9) who would be ready to, and responsible for, participating in a democracy upon
graduation. Other models, such as John Dewey’s child-centered one, have also been
proposed and attempted, although these have been passed up in favor of the current
model based on efficiency and assessing academic achievement throughkegh-sta
testing, a policy in many ways resembling a business (Tyack, 2007, p. 144).
Shortcomings of the Test Score Model

It is clear that a model based merely on producing high academic scoresignor
various essential elements of education. One of these elements is the ingpamanc

even vitality, of individuals’ interpersonal relationships, which are slighyeal model



focused on academic test scores in the different disciplines, which also hersdivecy

to reduce students to a number, rather than viewing each as a person. The idea of caring
relations in education, then, stands against such a model, with the claim thattbealel
aspect of learning must be not only mentioned, but practiced and emphasized, since “the
main aim of education should be to produce competent, caring, loving, and lovable
people” (Noddings, 2005, p.174). Though not unimportant, academic test scores are
subordinated to this goal.

Another element that is ignored by a test scores education model is theHatctor t
culture plays in the experiences of many students in the United States. Manstshe
have argued that schools themselves are political institutions and work to ¢g@ane cer
advantages or disadvantages to students based on culture or race (see DeCuir, 2004,
Deschennes, 2001, for a few examples). Test scores, however, do not take into account
what advantages students are afforded by these factors, but instead singviyg téyh
test score achievement.

Moreover, a model based on caring theory stands against such a test score model,
and it is this caring model that is described below. The paragraphs below give an
introduction into this alternate vision of education, based largely on the work of Nel
Noddings. Her ideas are explained and referenced in the paragraphs and help to form a
basis for this research study. This introduction is followed by a few exaofplesearch
studies relating to caring theory, as well as some comments about th@dmsi of those
studies. The section concludes with arguments making the case for the importhige of
topic and of this research study, particularly as one looks at education withidime vis

given by caring theory.



Caring Theory

The One Caring and the One Cared For.

In response to the lack of mention of interpersonal relationships and caring, and
how these two relate to education, this study is founded largely on Nel Noddings’s work
on caring relationships (termed relations by Noddings) with others. The teathisr
model is situated within the classroom and participates in relations with stuadéhtthe
desire that these relations will be caring ones, a part of which means pbshatgd
toward his or her projects. The projects in this case are the acadenmcressgand
studies that mathematics students undertake in the classes of matheraetiesst It is
not that the goal of caring is to have the child produce something, but rather the child’
production of the project ought to come in the context of the caring relation.

Caring relations consist of two individuals, labeled by Noddings as ‘the one
caring’ and ‘the one cared for’ (Noddings, 2002, p. 13). The one caring, then, engages in
a sort of attention when looking at the one cared for that is “first of all attenheesdul
empties itself of all its own contents in order to receive into itself the beim@poking
at, just as he is, in all his truth” (Weil, 1977, p. 51). Rather than projecting oneself onto
the other, the one caring receives the one cared for, and Noddings labetshisna
‘engrossment.’ She also defines the term ‘motivational displacementiashappens
when the “motive energy [of the one caring] begins to flow toward [the one cated f
and his projects” (2002, p. 17). She continues on the same page and provides an example
of this:

“Ms. A, a math teacher, stands beside student B as he struggles to solve an

equation. Ms. A can almost feel the pencil in her own hand. She anticipates what



B will write, and she pushes mentally toward the next step, making marks and
erasures mentally. Her moves are directed by his. She may intervenermalbas
but only to keep his plan alive, not to substitute her own. She introduces her own
plan of attack only if his own plan fails entirely and he asks, “What should |
do?™
Thus, the one caring is focused attentively on the one cared for, as the energyef the o
caring flows toward the one cared for. It is evident how the one caring is pr@sent t
receive the one cared for and provides support as he tries to work out his plan. The caring
relation holds even if the plan fails, for the one caring is present to continue to lalp. In
these interactions the one caring is described as living with an ‘ethiarod’car
(Noddings, 2005, p. 21). Rather than being instructed by rules that must be followed
towards the other, the one caring instead acts “based on a recognition of netals, rela
and response.” Having this ethic, “one cannot say, “Aha! This fellow needd\Ncave.
let's see—here are the seven steps | must follow.” Caring is a wayngfibeelation, not
a set of specific behaviors” (Noddings, 2005, p. 17). Therefore, the one caring isicharge
with being in relation with the one cared for and with maintaining such an ethic aj.carin
Though this research study does not discount the importance of moral rules in
guiding behavior and helping people to care for others, adherence to such rules is not
deemed a sufficient response to the needs of the one cared for. Caring relatbbhe m
present in which people act based on the needs of the other and in a way that is receptive

of the one cared for, striving toward this individual’s projects.



The following section elaborates on caring relations and how, based on Noddings’
framework, they exist in circles and in chains around the individual who is the one
caring.

Circles and Chains of Caring.

Caring relations, to Noddings, are found in “concentric circles of caring” (1984, p.
46). A person’s innermost circle is filled with individuals very close to thisqmer
perhaps family members or loved ones, people who this person cares for. Moving out
from the innermost circle the relationships become less close, though in some way
existent. Along with the circles are also chains attached to specifictinks tircle, and
these are people who get attached into a person’s circle because of thenstajato
someone within the circle. An example of this is a friend’s spouse who otherwise was
stranger, but now becomes attached to the circle through the relationship taithe frie
Therefore, specific people continue to be linked to an individual through these airdles
chains, though it becomes obvious here that it will be impossible to care for every person
in the world. Noddings differentiates between the terms ‘caring for’ amgh¢gcabout.’

The caring relation described above in really the ‘caring for’ relationgvpleibple may

also care about certain others, perhaps those whom they are not close to. lfoartng) a

poor substitute for the caring for relation, since it can oftentimes be “too easy”

(Noddings, 2002, p. 22) and doesn’t need to involve any personal interaction of even
action. That is, one can say that he/she cares about the poor without doing much to help
them or to care for them; to care for a poor individual, though, one would need to practice
the relation above. However, caring about can bring about actions toward others whom

an individual is simply unable to care for, such as the starving children in antyhar ci



country. Instead of doing nothing, an individual can be guided by compassion, and act to
ameliorate this suffering, whether through monetary contributions, pokfiicats, or

other actions. Such relations don’t qualify as ‘caring for’ relations, but tieey ar
nonetheless meaningful.

Caring and Culture.

Another significant aspect of caring is the issue of each person’s tultura
background. It is true that individuals come from different cultural, ethni@caalr
communities from each other, and also that these communities may defiloasala
different ways. Thus, it may be argued that ‘caring for’ relations can nettbaded
across such lines. However, it is argued here that relations with the desare for
another being in need of care do, in fact, cross such boundaries, since the capacity to be
receptive of another’s struggle and to be comforted by another’s presecoenanen to
different cultures. It is from this basis that one can begin to care for othensth@se
from a different culture. Unquestionably important is the necessity to Ibatn the
culture of the other, and one can learn to be better at caring for people of othescultur
over time, but the desire to care remains the same. Noddings writes that irglividua
caring for their children “are concerned with preserving the life of thd,ghibmoting
its growth, and shaping it toward acceptability in some cultural context” (2002, p. 121),
values that all extend across various cultures. It is true that accéptabaiculture will
look different for each culture, but the one caring may still be in a cariatgprelvith

someone who is from a different culture than their own.



Teachers and Caring.

Within the classroom, the task is given to the teacher to care for his/hertstude
It may be noted here that “this does not mean that all relations approach that of the
prototypical mother-child relation in either intensity or intimacy. On the contaa
appropriate and particular form of caring must be found in every relation” (Noddings
1988, p. 219). Therefore, the teacher must demonstrate caring for his/her students, taking
into account that many of the students may come from different cultures ordoawtsgjr
and using this knowledge to inform his/her actions. Despite these differensesgued
here that the teacher is still able to care for his/her students and must doestthel
capacity to care may be dependent on adequate experience in being careddoirigbl
2002, p. 22). Thus, students may be able to see how caring relations can occur through
the experience of being cared for by their teacher, and so learn to pcacinggrelations
in their lives. In the desire that students have caring relations, the tsaskemple may
be instrumental in demonstrating how such relations can occur, though this need not be
the only way they occur. Even in a single interaction between a teacher andhé stude
other students may see an ethic of caring, for “when a teacher responds taeng st
twenty or thirty others learn a lesson” (Heller, 2007, p. 30).

In such relations, then, teachers are to model caring for their students ahd to a
with an ethic of caring, with his/her energy flowing toward the projects of theavad c
for. Caring teachers model such an ethic of caring while helping their stidenisceed
in their mathematics classrooms. It should be noted here that students will hawts proje
that are not related to mathematics or the content covered in math classaréhedse

valid projects, and it is important for math teachers to assert the validity e€{sroj



outside of math, since students will be interested in different fields, and miasjudy
to be something other than mathematicians.

With these ideas about caring relations in mind, the following sections provide a
few examples of research studies that have been aimed at investigatiggwidin
schools, or in the lives of educators. After the examples is a short section with
suggestions about how studies can more closely investigate the carirnsdiatind in
Noddings’ writings.

Caring Pedagogy: A Few Examples

Several studies are mentioned here that have attempted to investigegencari
classrooms, and the effect such relations have. As a note, these relations did not
necessarily define caring relations in the same way that Nel Noddiegsrdber
literature. The way that these studies have defined caring was molaionreo general
ideas about desiring the best for students and helping them to have positive interpersona
relations with others. It's not that these ideas conflict with Noddings’ defsitof
caring relations, but rather that they don’t develop the idea of what it meams forca
students as much as she does. Therefore, suggestions are made at the end about how
future studies can investigate the caring relations described by Noddaulsof the
three studies is discussed below.

Doyle & Doyle (2010) investigated caring relations within a singt®sl and the
effects of attempts to foster these relations across the entire schoaliciynmcluding
teachers, administrators, and students. Focusing on a single school, Lincon Cente
Middle School (LCMS), they observed as “faculty...asked staff, parents, and lsusines

representatives, “what kind of person would you like to see graduate from LCM&?™



“the resounding answer [being] a “caring, empathetic, and proficient studpn59).
From this basis,

“the staff at LCMS developed a program that not only teaches about caring but

more important, models caring through five critical activities:

1. establishing powerful policies for equity,

2.empowering groups,

3. teaching caring in classrooms,

4. caringfor students, and

5. caringby students (emphases original)” (p. 259).
The authors’ mention of the importance of modeling caring resonates with Noddings’
caring theory encouraging teachers to model caring to their studentsitisencapacity
to care may be dependent on adequate experience in being cared for” (Noddings, 2002, p.
22). Also, this study points to the necessity of caring relations in the school cojnmunit
as the authors conclude that “a caring community make[s] a difference...[and that
interviews and observations indicate that” (p. 261). Moreover, this differendefvast
only through interactions, but also through an increase in attendance, a dectease in t
disciplinary rate, and an increase in test scores (p. 261). Though this studycuigoarti
did not go to great lengths to study the personal relations or interactionghédaehers
and students or between students and students, and thus make little mention of the ‘caring
for relation, it is still clear that caring occurred in the community, anttkieapositive
effect was felt in many different ways. Ferreira & Bosworth (200@¢rviewing middle

school students from both an urban and a suburban middle school, also conclude that



“the needfor schoolsto be places vinere cgnitive as wé as moral development

flounshis aqucial... sdhools mst beeomecaring communitiesand piovide

adolescentsvith educationalexpeiencesthatfoste the devdopmentof

relationshipsand relp airtail the elationaldistancebetween sk and others

(p.125).
Both of these studies point to the necessity of having a caring community in a school,
something that must include caring teachers. This is also something that Naudtiegs
about, stating that “school as well as home should be central in any adequateagiscussi
of moral life and social policy” (2002, p. 2). A third study (Weston & McAlpine, 1998)
details interviews with six college mathematics professors all of whorexttadsive
teaching experience and had been recognized as ‘outstanding educators.” Theeaesea
found that “the emphasis they (the professors) placed on caring and concern fasstude
was pronounced” (p. 153), and even that “caring for students seems to be the foundation
of and driving force for decisions these professors make about all aspects ef cours
design” (p. 149). The authors “suspect that caring for students is what makes these
professors outstanding” (p. 153), and it is obvious that the professors have been
recognized for their work within the classroom. With these things in mind, the
professors’ focus on caring is recognized and applauded. However, it is the cama that f
studies focus primarily on caring relations between teachers and students, and whe
caring is discussed it tends to be in relation to achievement and test scanesveay, it
is difficult to locate studies that discuss caring relations specyfiaath mathematics
teachers or in the mathematical realm. Nonetheless, such relations atamt)amd

some suggestions are made here about investigating these relations.
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How This Study Improves on The Aforementioned Research

It may seem somewhat irrelevant to interview teachers about a topic such as
caring when issues of academic achievement, students’ preparation farktferee,
and issues of racism are discussed so much more often in relation to our nations school
Moreover, one may state that it is fine to care for others, but that such a topitoolght
saved for when we solve the achievement gap or other issues plaguing our schmol syste
In response to this charge, this study contends that a focus on academic aaftievem
workforce preparation without discussing caring relations ignores a very imipoaid
of knowledge and work; neither knowledge nor work exist outside of relations to others,
and our society would do well to consider relations with others as an important topic,
rather than an afterthought. After all, when discussing the graduates of onfsnati
schools, one may ask, of what value to society is a student who is able to score
proficiently on high-stakes tests who in the process fails to learn how to adggaate
for others? It seems unlikely that one who scores high on such tests, but faiksfto car
those around him/her, will be an active force in combating racism or closing the
achievement gap, or in working on the various other problems that our nation faces. In
fact, all such problems relate to people, as do actions taken to solve them, and thus caring
individuals are necessary when looking for solutions. Noddings also states that “the
primary aim of every educational institutional effort must be the maintersamt
enhancement of caring” (Noddings, 2003, p.172). Implied here is that given the choice of
teaching her students to achieve academically and teaching studemés toteacher

should choose the latter.
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It is with these philosophical ideas in mind that this study was implemented,
especially as a discussion about caring seems to be absent in the field ofatiashamal
mathematics education. Instead, it seems that mathematics is thoughtcohtexéfree
discipline where the content bears no relation to the real world. Mathematicsgnhowe
not “a value- and culture-free product of an objective and rational process of detucti
(Nasir, 2008), and is instead used heavily throughout the world to inform scientific,
social, political, and economic decisions, and continues to be used not merely to compute
facts, but to promote ideas, theories, and agendas. In such decisions it is impetative tha
people know how to care for others and not only how to perform mathematical
calculations, and thus implementation of caring relations by mathematibetess
imperative.

When looking at studies that do relate to caring, one issue that continues to be

prevalent is that the studies tend to consider caring in relation to examinatilbs, &S
even behavioral effects. That is, that the focus on caring tends to be justifiedtwden s
results point to an increase in test scores, or perhaps a decrease in dig@pbiolams.
Though such results may be the case, it seems rather unethical to promots teatdre
for their students merely for the purpose of higher test scores or loweofrates
disciplinary action. Rather, caring relations ought to be fostered without satshig
mind. Instead, it is important to focus on the relations themselves and the communities of
such relations, for a teacher who tries to show care for a student just to gsuthefra
higher test score can not be said to care for the student.

Therefore, it is important to look at the way that teachers care for theenss, and

what such communities may look like without relating caring to test results. It
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doubtless that such communities will look different in different areas and regidns a
with different cultures, and so much can be learned in such communities. Therefore, this
study aimed to determine teachers’ perceptions of caring in their owrodasss as well
as how their thoughts on caring translate into their practice. In the beliehtireg
pedagogy not only leads to more mathematical learning, but also more meaningful
relationships and experiences that will affect students’ lives, and thus ouy societ
general, this study was an effort to determine ways that such caringnelare already
in place within some classrooms. Implied here is the hope that this study diiblea
further inquiry into the matter and a transformation of the way that people view schools
and the idea of academic achievement, especially in mathematics.

The next section describes the research question for this study, as Wwelfesetarch

sites, participants, and methods of data collection implemented to gather data.
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Methodology

This study aimed to answer two research questions through qualitative interviews
with five participants, each of whom were mathematics teachers at one afHoofss
Interviews were conducted in the beginning of the 2011 calendar year.
Research Questions

This study was aimed at determining ways that mathematics teaehegs/pd an
ethic of caring in their classrooms in relation to themselves, their studedts, a
mathematics, and how their actions reflected this ethic. In particularesganch
guestions were asked:

1. How do teachers perceive an ethic of caring in their classrooms? Pdjiticula

a. how do they view themselves as caring for their students,
b. how do they view their students as being cared for, and
c. how caring relations are important with respect to mathematics.

2. How do teachers’ perceptions of an ethic of caring influence their behavior
within the classroom, including their lesson plans, projects, or interactions
with their students?

Data was gathered through semi-structured interviews lasting roughlyua with each
of the participants in which five questions were asked in attempts to gather data to
answer each of the two research questions. The questions that shaped the interview a
presented below:
1. As ateacher, how do you see yourself as an ethical person?

a. What is it that makes you ethical?

14



2. How, if in any way, do you believe that you affect the ethical lives of your

students? What role do you assume that ethics plays in classroom discipline?
a. Are students encouraged to act ethically, and if yes, then how?

3. Describe a significant student in your class and your interactions vathttident.

a. In what ways do you model caring towards your students? Do you model
this toward all students, or just some? Why?

4. Do you envision that there is a relationship between ethics and mathematics? If
yes, then what is this relationship, or how is this relationship explored in your
classroom? Or should school not deal with ideas of ethics and just focus on skills
within the disciplines instead?

a. Are there any specific (or non-specific) things that you do in your lessons
that encourage your students to act in ethical ways?
i. How about the way that your class is structured, in terms of
lecture, group work, discussion, projects, etc.?
b. Are there constraints on you that hinder you from exploring this topic?

5. For you as a teacher, do you believe that it is more important that your students

learn math or that they learn to be ethical people? Why?
Research Sites

Research sites for the interviews were chosen on a convenience basis from
different local school districts. See Table 1 below for a description of eachsittbels.
Since culture is an important factor when discussing caring in differemhuaaities, and
since race plays an important role in this, a breakdown of each school is givea by rac

(gathered from the schools’ report cards available on each school’s website):
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Table 1:

Demographic Data of Participants’ Schools

Name White Black Asian Hispanic
O. Manolis High School 63% 24% N/A 9%
J. Matthias High School N/A 82% N/A 13%
P. Peterson Middle School 53% 13% 19% 7%
C. Melendez Middle School 48% 12% 22% 12%

O. Manolis High Schoollhis high school is located in a rural community, and is
comprised of mostly white students from the town. It is the oldest high school in the
community, and demographic data show that its population is mostly white, with a Black
minority, although Hispanic students comprise 9% of the population as well (see Tabl
1). As part of a county-wide policy, Manolis High School teachers participate i
Professional Learning Communities (PLCs), teams of teachers thiaantegiscuss
curriculum, assessment, and planning.

J. Matthias High SchooMatthias is located in an urban community, and is in
many ways quite different from Manolis High School. Most of the students atibtatt
High School are Black, with a few who classify themselves as HispaacTéble 1).
Moreover, Matthias has been a low-performing school on standardized tests, and are
behind on No Child Left Behind (NCLB) Adequate Yearly Progress (AYP) efforts

P. Peterson Middle Schodteterson Middle School is located in an affluent

college town, and most of its students come from such a background. A little over half of
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the students at Peterson are white, and Asian is the second most common race, followed
by Black and Hispanic (see Table 1). Students at Peterson have tradifp@nédiyned
very well on standardized tests, and many of its graduates have gone on to local and non-
local universities. Teachers at Peterson participate in PLCs.

C. Melendez Middle Schodihis school is also located in an affluent college
town, and in many ways resembles Peterson Middle School, though this school was built
much more recently. A breakdown of the student population by race reveals & slightl
higher percentage of minority students in the school (see Table 1). Teachetsraddd
also participate in PLCs.
Participants

The participants in this study were five individuals who were mathematics
teachers. Two were high school mathematics teachers, two were middle school
mathematics teachers, and one was a pre-service high school mathtraakies in the
student teaching semester of his teacher preparation program. Partiwigantscruited
through email, as well as through personal interaction with the Principatifrates.
Since this study was intended to be more of an exploratory study than adh-&udy,
no effort was made to ensure that differences in race, age, teaching expandnuher
factors existed between the participants. Neither was effort made te émsur
participants were representative of either the population at large or of matdsema
teachers in particular based on these demographics. Instead, a conveni@hegvaam
used, which allowed for convenient access to teachers and a preliminary loolkeat som
teachers’ perceptions of caring for this exploratory study. Howeversifoumd that the

participants in the study did also vary in some of these demographics, suchawdrace
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teaching experience. A breakdown of participants’ demographic informatioreis igi
Table 2.
Table 2:

Breakdown of Teacher Participants by School

Name Teaching Level School Race Sex
Johnny Pre-service High School Manolis High School White M
Kelsey Middle School Peterson Middle School White F

Maria Middle School Melendez Middle School White F
Brittany High School Matthias High School Black F
Michael High School Manolis High School White M

Johnny Johnny was a graduate student in the Master of Arts in Teaching in
Mathematics program at a prestigious Southeastern university in the Stated. He
had previously completed an undergraduate degree in mathematics at anothetyniversi
taught mathematics overseas for a few years, and had come back to school to pursue thi
degree in order to teach high school mathematics in the United States. He @ndtiis
student teaching has occurred at O. Manolis High School, a rural high school with a
mostly white population (see Table 1)). Describing himself as someone who had
“enjoyed mathematics because it really seemed to suit my personaityiy had
recently come to the conclusion “that math provides us with models that we canoapply t

the real world and it provides us with techniques and methods for analyzing and
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interpreting those models” (Interview, January, 2011) and was excited to litetime
play a central role in his teaching.

Kelsey She was middle school mathematics teacher at P. Peterson Middle School
(see Table 1), and was in her fourth year of teaching middle school math. She had
completed her teaching degree in another state and moved to take this teactiamggtos
Peterson after attending a teaching fair hosted by the school districtu§hesiath
grade math during the school year in which she was interviewed, and had done so in a
school that was mostly white, as well as affluent, as shown in Table 1.

Maria. Maria was in the middle of her first year at C. Melendez Middle School
when she was interviewed. Like Kelsey, she taught in a school that was mugthamd
affluent (see Table 1), though Maria had taught previously in other schools. She had
moved a year earlier to nearby Riverside, an urban location in which she tauglet middl
school math for one year before getting the teaching job at Melendez. Pridy shéha
had taught in another state, and she described that teaching situation as Vearyosihe
one at Melendez Middle School.

Brittany. She had been teaching at J. Matthias High School for a few years,
though she was not originally from the area and had taught in a different state fhisr t
job. Significant to her experience is that Matthias High School is located ithan area,
Riverside, and that the students in her school are almost all identified as Black or
Hispanic (see Table 1). She is also the only Black teacher in this study| ahldeal
classes in the semester she was interviewed were Algebradsclass

Michael.He had had a lengthy teaching career at rural Manolis High School (see

Table 2), and had been teaching only AP classes there for a few years. Asssuch, hi
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experiences differed from those of Brittany, as Manolis differed frorthiéas.

Moreover, Michael lived about 45 minutes away from the high school and commuted
every day, so that he could continue to keep doing his other job of being a pastor of a
small church in his town.

Since a sample of convenience was utilized for this study, there was no promise
of many differences between the participants. Even then, some differentas #ras
sample: two males and three females were interviewed, teaching experagied from
Johnny’s two overseas years to Michael’s lengthy career, and thoughthertewere
almost all white, their race matched the majority race at their schdhln&tHispanic or
Asian teachers were interviewed and since teachers did the interviews on aryolunt
basis, their answers need not reflect the views or practices of manyeaitieers. Still,
the data gathered was helpful in determining the ways in which teachernsgeiczaing
in their classrooms, and the ways that this perception affected their behavior.

Data Collection

Each of the interviews was conducted in a closed room with no outside
interference, and audiorecorded, with participants’ consent. After each one was
conducted, the interview was transcribed for further analysis. Subsequentiyeuase
were coded for answers to each of the two research questions: first, ahteghligs
used to highlight any mention of research question 1a, the way that teachdakgegerce
themselves as caring for their students. Once this was completed, a higlaigintether
color was used to highlight any mention of research question 1b, the way that teachers
perceived their students as being cared for, then of 1c, the way that teachevegerc

caring relations connecting to mathematics, then of research question 2yshbata
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teachers’ perceptions of caring in their classroom affected their loeh@vice this
highlighting activity was completed, all of the mentions of research qoekdiovere
gathered together, then all of the mentions of research question 1b, of 1c, androhrese
guestion 2. From here, the lists for research question 1a, 1b, 1c, and 2 were each broken
up into different subcategories based on what participants’ answers were.Xaonpées
of these subcategories are ‘outside the classroom,” and ‘desire.’ It bapparent that
the subcategories in each of the parts of research question 1, as well earthres
guestion 2 were the same, which led to the investigation of how each of these
subcategories ran as a theme through the breakdown by research question. §éus, the
subcategories became five major themes: fairness, a desire for stuwgdibeing, a
desire for students’ academic success, attempts to foster a relatioitbrspudents, and
involvement with parents. It became clear that many of the responseppatigave
connected to both of the two research questions, so that it was very difficult tdesepara
the responses based on the two research questions. Instead, it appeared ipan{sartic
tended to discuss the first research question in more general and theoretisahtate
answering the second one with specific examples from their lives,adassrand
experiences, in order to shed light on their theoretical ideas.

The next section discusses the results of the study, and is focused on the five
themes that emerged from the data analysis, and how responses in each #tenee rel

Noddings’ framework on caring relations.
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Results

Five themes emerged from the data: (1) fairness, (2) a desire for stwdahits’
being, (3) a desire for students’ academic success, (4) attempts t@fodtdronship
with students, and (5) involvement with parents. Each of these five themes areediscuss
at length below with respect to the groups of teachers that tended to giee aimwers.

In general, high school teachers’ answers are grouped together, as aresohiddle
teachers’ answers in a separate paragraph. Johnny’s answers areg/tgscaised apart
from those of the full-time teachers, as his responses tended to be distinct faihethe
two groups both in focus and in the examples that he used. The results section follows
this order, going paragraph by paragraph by teaching level, and then drawingioasclus
in a summary paragraph at the end. Teachers tended to respond either in gersgral term
which answered research question 1, and in specific terms, which answerezhresear
guestion 2. Also, their responses for each theme are mapped to Noddings’ ideas on
caring.

On another note, several differences also emerged when looking at the responses
between high school teachers, middle school teachers, and Johnny, and these difference
are discussed below the discussion of the five main themes. Moreover, it seemed
significant that participants failed to mention several themes thaeseguite relevant
and important in the literature, and discussion about the omissions follows theidiscuss
of the aforementioned themes.

The five themes that emerged from analysis of teachers’ interviews are
discussed below.

Fairness
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When asked about issues of ethics, each of the teachers brought up the idea of
being fair to their students, though teachers did talk about this in different ways. One
teacher, Johnny, talked about fairness in terms of curriculum and math examplds, thoug
others didn’t mention specific examples relating to math when discussingssi
Several teachers mentioned the way that they saw their students, though for m®st of t
teachers who were interviewed, this fairness was tied to classroomgalicie
procedures. For this theme it was difficult to draw distinctions between Higblsc
teachers’ and middle school teachers’ responses, and so such a distinction was not made
and instead all of the full time teachers’ responses are discussed togethgrsJohnn
responses, however, seemed to be distinct from those of the high school and middle
school teachers, and thus his answers are discussed separately. With subsequgent theme
teachers’ responses are broken down by teaching level.

Some teachers’ responses about fairness tended to be policy-based. Maria
mentioned having high standards and expectations for her students, and even not
lowering the standards for students with exceptional situations (InteMaweh, 2011),
though she did mention making accommodations for students who are faced with very
difficult circumstances. She also mentioned the idea of keeping things proceaddral
seeing this as an issue of fairness, since it allowed students to “know wdiagjg.”
Therefore, it seemed that to Maria fairness was definitely tied to heresaind ways of
having high standards for her students. Also, Michael revealed a policy of negseit
others, and property in his classroom (Interview, March, 2011), which he attributed to

providing a fair and ethical environment in his classroom.

23



Other responses related to the way that teachers interacted withutdentst
Kelsey mentioned treating her students “like little people,” demonstratinghtbataw
them as people, just little ones, and that she wanted to treat them as people. Alsa, Micha
stated clearly that he “treat[s] them (students) as humans, insteatiaftpreatons just
sitting in a desk” (Interview, March, 2011). Johnny also gave examples of being
respectful of all of his students, saying that he saw them as individuals, anthpigtes
a product to work on, though he was not the only one to mention a way of seeing
students. The other teachers did not explicitly mention the way that they viesued t
students, though it can be inferred from their other comments that they sawithemntst
in similar ways. Therefore, it seemed that teachers demonstrated tlotogoodh seeing
their students as people and trying to treat them as such, which is encouraging.

For Johnny, the idea of fairness was tied to his responsibility to his students. He
described the possibility that he might “favor students through [his] instruction by
catering to certain students through a style that’'s convenient to [him] or through
informational resources that are convenient to [him] but not accessible to (ildisitst,”
as well as the potential bias in assessments (Interview, January, 2011). He alsd spoke
length about his planning of lessons, and his attempts to connect the examples he used to
the ‘real-world,” as well as attempts to be unbiased in assessing his stledentsg. In
fact, he opined that

“Just teaching from examples, that are divorced from context, that are not tied to

authentic work [is] doing a disservice to your students and you are not

challenging them to develop the critical thinking skills that they need fageol

and for their own personal lives” (Interview, January, 2011).
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Some examples he gave of connecting math to the real world were using celpjamsne
to teach systems of linear equations, as well as teaching math for finde@aly. To
him, then, it was not only useful, but necessary, to connect the curriculum and examples
in his classroom to the context in which they occur, and to make sure that the way he
taught didn’t favor certain students over others. The topic of what and how to teach, then,
was an issue of his responsibility to be fair to all of the students in his class.

Some clear connections to Noddings’s caring pedagogy can be seenikere. It
clear that Johnny is trying to support his students’ projects in mathematics, and he
himself is very cognizant of this. It is also obvious that he sees matheasmtcsubject
having connections far outside of the math classroom, and relating to studests’ live
beyond school, and he tries to teach in a way that will help students to see this. However,
what seems to be missing from his answers is the idea of motivational displaddenent
does not mention receiving his students through attention or motivational displacement,
and he does not inquire about their own projects. However, it can not be concluded that
he does not do these things simply because he does not explicitly mention themh, Instea
it can be seen that he models some caring behaviors in his responses.

Johnny also gave examples of being respectful of all of his students, $&ting t
he saw them as individuals, and not simply as a product to work on, though he was not
the only one to mention a way of seeing students. Kelsey mentioned treating her students
“like little people,” demonstrating that she saw them as people, just littte and that
she wanted to treat them as people. Also, Michael stated clearly thatdifs]tteem
(students) as humans, instead of just automatons just sitting in a desk” (Intervie, Ma

2011). The other teachers did not explicitly mention the way that they viewed their
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students, though it can be inferred from their other comments that they sawithemtst
in similar ways. Therefore, it seemed that teachers demonstrated tlo&oepod seeing
their students as people and trying to treat them as such, which is encouraging.

Overall, then, all these teachers brought up the idea of ‘treating studdgts fai
though they described this in different ways. It was clear that teachers had thiotiiaght
idea of treating students fairly, and they mentioned the way that they viewed thei
students as people, and not just as grades or members of a roster. Also, sare teach
brought up specific policies that they had relating to fairness in the classrbese
responses sound a lot like the ethical rules that Noddings writes against,tsayihgy
ought not be the basis of ethical behavior. Nonetheless, it can’'t be denied that these
teachers have thought about fairness, and desired to treat their studgntSuahl
policies, implemented with an ethic of care, can be very helpful in demonstrasing t
care to students. Moreover, other teachers who talked about their own behaviors that had
the potential of being unfair to some students demonstrated that they did not eigrely r
on ethical rules for the basis for their behavior, and this does agree with thef etinie
prescribed by Noddings.

Interestingly, only Maria and Brittany brought up the idea of culture, withaVia
mentioning her attempts at “treating [students] not just fairly, but in avikaye they're
going to understand better from their cultural background” (Interview, March, 2011) and
Brittany stating the need to be conscious of being unfair to certain racaghtrer
words or actions (Interview, March, 2011). To both it seemed necessary to be aware of
different cultures when thinking of fairness and their decisions. It seemBcsigt here

that both of these had worked in schools with a majority of students being ethnic
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minorities. Such considerations must be made when considering how one cares for the
students in his/her classroom. Therefore, when speaking of fairness, seeintssiade
people and having policies to treat students fairly are not sufficient toocaheim, but
these specific things do agree with the ethic of care advised by Noddings.

Desire for Students’ Well Being

When looking at the theme of teachers’ desire for their students’ well;la&ing
interesting difference was found between high school and middle school mathematics
teachers’ responses. In particular, high school teachers, as well as Johpneydbevice
high school teacher, tended to mention this topic frequently throughout the interview,
while middle school teachers mentioned it only scarcely. It was not that high school
teachers’ responses all agreed with each other, but rather that they brought ug thfe topi
their students’ well-being much more often that the middle school teachershlihoug
didn’t seem as if the middle school teachers didn’'t have a desire for their stuasht
being, this desire was not pronounced as the high school teachers’ desire seemed to be
High school teachers’ responses are discussed first here, followed by the chaddle s
teachers’ responses in the subsequent paragraphs.

One example of the high school teachers talking about their desires for their
students’ well-being is Brittany’s comment about her desire to seeudenss grow. She
said that she didn’'t “want them to not mature and then not be able to handle life when
they get out of these four walls” (Interview, March, 2011). Moreover, she stated,

“I don’t want to see them make some of the same mistakes that I've madma, so I

very strict...because | need them to understand there are consequencas for yo

actions, whether math-related or not, and | try to help them to understand that
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someone can love you by forcing you to deal with the consequences of your

actions” (Interview, March, 2011).

This response is similar to Noddings’ example of a teacher watching hemtstobeng a
math problem and desiring to see him succeed in the task:

“Ms. A, a math teacher, stands beside student B as he struggles to solve an

equation. Ms. A can almost feel the pencil in her own hand. She anticipates what

B will write, and she pushes mentally toward the next step” (Noddings, 2002, p.

17).

Clearly, Brittany desired to see her students succeed, though her respamstesdem to
contain the motivational displacement described by Noddings. Nonethelesspbesess
demonstrated her wish to see her students succeed and the actions she took to try to
ensure that, which answered both how she perceived caring, and provided specific
examples of her actions in response to her perception of caring.

Michael, discussing how his students might use mathematics in their fute live
mentioned being able to “share with them things of my life that will make besgood
people, and hopefully they’ll pick up on that” (Interview, March 2011). He also
mentioned that he had noticed how relationships were much more important in teaching
than he had originally envisioned. Thus, he demonstrates his desire to see his students not
only achieve in the classroom, but also to grow up to make good decisions and be good
people, as well as his actions that came from that desire. Like Brittamgsiponses
lacked mention of Noddings’ idea of motivational displacement, but nonetheless showed
his desire to see his students’ well-being. In addition, Brittany statedudanss “need

to know that you are there to support them period, whether they get an A, whether they
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get a D,” and she talked throughout the interview of the importance of supporting her
students, mentioning specific ways that she tried to do that. She seemed to itnphetha
could not fake desiring students’ well-being when she said that “you can tellyatien
walk into their classroom that the teacher cares,” which also demonstrafsst deption

of the need for an ethic of caring to be present within the classroom. Thiscetliiaot

be faked, since the students would be aware whether the teacher actually caresnor not
instead the ethic should guide the teacher’s actions in the same way ttat ah &iring
guides the actions of the one caring in Noddings’ writings.

Brittany desired to have such an ethic and tried to help her students to grow as
people, and not just students. One way that she tried to ensure this growth and well-being
was her decision to be strict to help her students to make good decisions, while another
was her attempt to show her support for her students. Michael tried to share thnmgs fr
his life that would help his students, and thus showed his desire for his students’ well-
being, as well as his actions based on this desire. It is clear that thesehoigitsachers
were somehow aware of their students’ situations and had practiced motivational
displacement in some way, and thus their responses seemed to provide specgleexa
of trying to care based on their perception of caring in their classrooms.

Middle school teachers, on the other hand, didn’t seem to mention their students’
well being or growth as individuals nearly as much as the high school teachead,Inst
they seemed to discuss in detail their attempts to see their students succatd
Kelsey brought up the idea of “looking for the best interest of the students,” though she
didn’t really explain the idea further, and didn’t clarify whether it extendestiudents’

personal lives, or if it only affected their academic lives. Maria did Bp&ity mention,

29



“I want them to know that | care about them,” demonstrating her desire not only for her
students’ well-being, but also to provide care for her students. Thus, it is too soplis
say that middle school teachers didn’t think deeply about this topic. Instead, ityis like
that they considered the topic, and simply didn’t mention it specifically, chotzsing
discuss their attempts to have students succeed in mathematics instead efdrecdifh
focus on the discussion could be due to students’ differing maturity levels between high
school and middle school, or other factors. It is clear that Maria wanted to cheg fo
students, and though she used the term ‘caring about’ in her quote, “I want them to know
that | care about them,” it appears that the relation she is describ@adlystine ‘caring
for’ relation; her use of the term can be attributed to her lack of fanyiliaiih Nel
Noddings’ writings about and definitions of caring. It is, however, interesting that hig
school teachers and middle school teachers seemed to emphasize theiratesires f
students in different ways.

The main difference between high school teachers’ responses and middle school
teachers’ responses was that high school teachers discussed this topit @nérniat
middle school teachers really didn’t. This was surprising, since high schotnsirokes
seen as more serious and content-focused than middle school. In direct opposition to
Noddings’ quote that “the main aim of education should be to produce competent, caring,
loving, and lovable people” (Noddings, 2005, p.174), Kelsey seemed to see caring as a
way to get to the goal of having students do well in math, stating that “it makesathea y
lot better if you can have those caring and supportive relationships. The nintlycsat,
and the caring relationships are the means to that” (Interview, February, 2011).

Therefore, in her mind it appeared that academics took precedence over stuelents’
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being, something that goes against the ethic of care that her responsegatagreether
parts of this study.

Johnny’s responses relating to this theme were quite interesting, and seemed to be
distinct from the responses of either high school or middle school teachers. At one point
in the interview he went on to define caring for his students:

“Caring for your students both has an affective side to it, like our emotions, and

also a thinking side to it. When you say caring for your students, my visceral

response is compassion. Caring for your students means empathizing with

them...you’re basically pouring yourself into them” (Interview, January, 2011).
Clearly, he had thought about the idea of caring for his students, and desired to do so.
This seems to demonstrate his desire for students’ well-being, and not jlatiam re
the math classroom. He spoke later about a previous experience with his studengs, say
“I wanted them to know that | was proud of them. | wanted them to know that | cared
about them.” Though he mentions the terms ‘caring about’ here, it seems likdig tha
like Maria, is describing what is written about in the literature asrangéor’ relation, as
he continued by using words such as concern, compassion, empathy, and
conscientiousness to describe his emotions. Thus, he desired his students’ wedsbeing
well as good things for them, and he gave examples from the lives of others who had
acted on similar desires to advocate for students, strive to “understand whejre [the
students come from,” and to take risks. Though he himself did not give specific egampl
of supporting his students’ projects, it seems likely that he would try to beuhaidf
these, and it is interesting that he mentioned the word compassion when discussing

caring. It is certainly true that this word describes a relation in whichdiwvidual
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receives from the other, and in this way Johnny’s response about compassionorelates t
Noddings’ motivational displacement. Therefore, Johnny’s statements seefited t
better with high school math teachers’ responses, though they were unique on their own.
His responses were also theoretical, rather than specific, and so hesan®search
guestion 1 without much of an answer to research question 2. One explanation for this
difference is his status as a graduate student, which surrounds him with more theory tha
the full time teachers who were the other participants in this studyhtiwsever, clear
that he greatly desired his students’ well-being, and that he discussed caring
characteristics within his own classroom.
Desire for Students’ Academic Success

Teachers from both middle and high schools, though, had much to say about their
desires to see their students succeed within the classroom. Understandably, this
discussion centered around their own math classrooms, with teachers talking about the
own attempts to help their students to succeed in math. Again, differences serd pre
between high school teachers’ responses and middle school teachers’ resptimses, wi
Johnny’s responses also being quite unique. The responses are discussed in that order
below.

High school teachers tended to discuss their desires to see their studexgd succ
in the classroom in terms of their own actions and decisions. Brittany discussed the
importance of connecting to students, and then being able to use this connection to have
her students succeed in math. It is likely that such a connection would involve some level
of motivational displacement, aligning her response to Noddings’ theory, though she did

not mention this idea. She went on to talk about her attempts to make her classroom be
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“lighthearted at times and not be that serious about ‘Oh my gosh, it's mathaamitl | ¢
have fun,” but that she “made it clear where that boundary is, where ok, we’re working
we can laugh, and then we’re going right back to work” (Interview, March, 2011). For
her it seemed that helping her students academically came amidst relptidhat she
had already valued as important, which seems to agree with Noddings’ cadng the
Michael, similarly, made mention of his policy of respecting self, othatspeoperty.
Furthermore, Brittany indicated several times that she desirediftargs to succeed in
school, even if that meant outside of her classroom. In this effort she saidid*hioy
just focus on the math— trust me, | teach the math, but | also want them to understand you
know, your studying habits.” Thus, she was one who made a distinction between desiring
students’ success in math and desiring students’ success in school, also @ngourag
students to be more aggressive in working towards academic success. A oarogetti
be made here to Noddings’ teacher supporting her students in their own projects, and
Brittany clearly tried to do this, making the point, as Noddings does, that students’
projects are not limited to those in the math classroom. Michael, meanwhile, tatked a
opportunities for tutoring that he offered, as well as opportunities for students to make up
tests, showing his attempts to help students in their math projects. All of éspsases,
then, demonstrated ways in which high school teachers had thought of their students’
academic success, and desiring it, had acted to implement policies or waysgf ac
within the classroom. They demonstrate teachers’ attempts to careifctikdents,
though these tended to focus on teachers’ own actions.

Middle school teachers, on the other hand, tended to give answers that focused on

their students’ struggles with mathematics. Kelsey, for instanced stitg biggest
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challenge is breaking through the wall of the kids who come in here from the first day
school and are afraid of math.” Moreover, she talked about kids building up walls that
made it difficult for her both to teach them math, and to care for them. It is apfiat
she saw her students’ struggles, which relates to Noddings’ ideas on motivational
displacement, though it is difficult to tell to what extent her “soul [emptisdlfiof all

its own contents in order to receive into itself the being it is looking at, justiasihall

his truth” (Weil, 1977, p. 51), as her answers tended to focus on getting her students to do
better, rather than receiving them in their struggles. Nonetheless, she coulttipped
talking about receiving her students in their struggles to discuss the projéstsetha
desired to support. Maria also mentioned students in low-level classes lackimgooafi
in their abilities in math, as well as in other subjects, which exhibits thaéshired

their struggles to a certain extent, though it is tough to say to what extent.

These teachers did also discuss their actions to help their students to succeed
within the classroom. Kelsey brought up the example of a student whose parents were
able to be around enough to be supportive of him doing work at home. Thus, the student
struggled, which led Kelsey to suggest that he stay after school with her onedfriday
finish his homework. Her willingness to stay with him allowed him to finish his work,
and to thank her for staying with him. The instance led to him staying after school on
other days to finish his work, and was an example of a teacher supporting her student in
his academic work, as Noddings described the one caring supporting the one cared for i
his projects. Maria also mentioned ‘adopting’ a student below proficiency and working
with this student during lunch on work for math class, as well as work for othersclasse

Hence, she demonstrated her desire to see her students succeed acadasnicallas
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her actions to support this student’s work, similar to supporting the projects of the one
cared for. It is significant here Maria did not limit these projects to tbematical

domain, which is similar to the way that Brittany described supporting her student
academic success in math and in other subjects, both of which echo Noddings’ writings
about supporting students’ efforts in different domains. Her efforts, moreover, were
demonstrated on several occasions so much so that her persistence in trying to get
students to succeed academically became apparent to some of her students who had
planned on doing little mathematical learning: “’Ms. Moore,” we keep trying takbyeu
down, but we just can’t do it.”” All of these examples, though, while demonstrating ways
in which these teachers cared for their students, tended to focus on situations of
struggling students. Perhaps this is not surprising, since it can be eapmrda s

individual needing care amidst that person’s struggle than amidst a lack af visibl
struggle.

Another commonality among the middle school teachers was their mention of
Connected Math, a problem-based middle school mathematics curriculum aimed at
developing students’ understanding of mathematical concepts, rather than juditthe abi
to use formulas. This reference was the sole example within their responssatimag r
specifically to struggling students, and thus did not form a large portion of their
responses. For this reason it has not been analyzed for the same period of time& that t
other responses relating to struggling students were, and is not mentioned leang as b
central in participants’ answers. Since both middle school teachers mentionedt€bnnec
Math, it is certainly worth mentioning here, though middle school teachers’ other

responses about to their desire to have their students succeed acadésnidatiyto

35



focus on students’ struggles with mathematics, and thus Connected Math is not seen as
central to their positions.

Apart from high school and middle school teachers, though, Johnny also had
unique responses relating to this theme. He began talking about his desire to see his
students succeed at the very beginning of the interview, and this theme continued on
through each part of the interview. He spoke of his responsibility for his students’
success, saying plainly, “I feel like I'm responsible for their suesessfailures,” and
also that he felt responsible “to provide them with experiences that will bablalto
them.” It is clear that he felt strongly about having his students succeetthuantl
seemed like he worked very hard to support students in their academic projects.
However, it is unclear to what extent motivational displacement was among his
experiences, though it is likely to have been a part of them due to his earliesmuénti
the idea of compassion. He went on to talk of his attempts to care for his studerits, whic
for him seemed to include a “gut feeling where your desire is to see shaerfts)
succeed.” A few examples of his actions in response to this desire warg:ttryi
“provide them (students) with experiences that will be valuable to them,” and shaping hi
curriculum, instruction, and assessment around such experiences. He statadghat us
examples outside of their context was a disservice to students, and thus trigaigo get
students to better understand the concepts of mathematics through applicalplegxam
Moreover, a specific example, though not a real-world application, he gave afiglésiri
see his students’ academic success related to a game he termeal Wiraite.’

Concerned that his students weren’t able to successfully work on problems at the board

and instead got distracted, he said,
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“I would think about this walking home, because | lived very close by. | would
think about it at night before | went to sleep, you know, how can |- what can | do,
what can | do, what can | do? And | came up with this idea, | think, while | was
walking on my way to school. | came up with this game called ‘Wait A Minute.”
The game was able to engage the entire class in what was happening at the badird, as w
as fostering mathematical discussion, but quite significant here is thbdadbhnny
mentioned how much thinking he has done on trying to come up with a way to have his
students be engaged in the content. Though he didn’t discuss either his studemgs feeli
or his own motivational displacement in this instance, it is clear that hedlbsre
students’ academic success. His previous mention of compassion and empathgin carin
would lead one to believe that he had been practicing motivational displacement, as wel
as supporting his students’ academic projects. Thus, he described the emotions he had, as
well as his responses to those emotions, which really seemed to demonstrateithe wa
which he saw himself as a caring teacher. His responses in relationttethes then,
were an answer both to how he perceived caring, and how he acted to care for his
students, which answered both research questions of this study.

Therefore, differences existed between high school mathematicerganiddle
school mathematics teachers, and Johnny, though all of these teachers galesekeatn
demonstrated caring for their students in some way. While high school teachisesfoc
on their own actions to foster students’ academic growth, middle school teaxuessd
on students’ struggles with math, while also giving examples of their own actions.
Johnny described his emotions at length, seeming like he would be familiar with

motivational displacement. Based on this theme it appears that middle schoakteache
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would be more familiar with this concept than the high school teachers, though this can’
be said for sure, since high school teachers talked at length about the previous theme,
desiring their students’ well-being, and middle school teachers did not. Nosstladle

of the teachers gave examples of supporting their students’ academi; effior

important part of caring for their students, and this was in agreement with Ndddings
ideas about teachers supporting their students’ projects.

Attempts to Foster a Relationship with Students

Looking at teachers’ discussions about their attempts to foster relationstiips wi
their students, it was obvious that teachers considered this idea to be important, though
differences did not seem to emerge between the responses of high school and middle
school teachers. Therefore, they are grouped into one category here. Again,sJohnny’
answers were distinct, and these are talked about by themselves followihgctission
on the high school and middle school teachers’ responses.

Like the other themes, teachers tended to talk about fostering a relationship wit
their students on two levels: general, which provided answers to research question 1, and
specific, which provided answers to research question 2. In terms of generatsansw
Kelsey talked about the importance of building relationships with students and asking
about their lives outside of the classroom, and this was echoed by Maria and Michael.
Moreover, Maria claimed that the importance of talking about things in lifeyreaser
than the importance of talking about math content. This sentiment was feltttay{3ri
and Michael as well. Brittany stated, “they need to know that you are theupport
them period, whether they get an A, whether they get a D,” and these respensés s

be consistent with attempts to get to know students, and to receive them. It sestiohs fe
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for teachers to foster these relationships and thus receive their studdititss fegiter, as
in Noddings’ ideas about motivational displacement. Overall, it seemed that these four
teachers seemed to agree on the importance of building relationships wittutients,
and these responses tended to demonstrate ways in which they saw themselwes as act
to care. Most agreed that the personal relationship was more important thanhthe mat
skills, and they stated this, which also agrees with Noddings’ writings, parhctiat
“the primary aim of every educational institutional effort must be the evaanice and
enhancement of caring” (Noddings, 2003, p.172).

Also, teachers gave specific examples for how they tried to fosteonslaips
with their students, which spoke to specific ways that their perception of céantpd
their behavior inside the classroom. On a specific note here is the fact trestchrch
guestion asked about teachers’ actions within the classroom, though some of their
answers spoke of their behavior outside of their actual classroom. Because tivess ans
related to this theme of building relationships with students, they are included$ere
well as teachers’ actions within their physical classrooms. Sonhe specific answers
included Maria’s mention of having lunch with her students, particularly the low-
performing student she ‘adopted’ and has tried to help with academics, as tattirgy
about things outside of school. She mentioned inviting this student to a youth event with
an organization she is involved with. The organization itself describes as iismmiss
building relationships with kids and helping them walk through life while “sharing our
lives and the Good News of Jesus Christ with adolescents, inviting them to personally
respond to this Good News, and loving them regardless of their response” (Mission).

Moreover, her involvement with the organization attests to the high value she puts on
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building relationships with students, and trying to care for them. Again, it is evident
she values these relationships above academics, similar to how Noddings writékebout
greater importance of caring relations to academics. Michael alsspgawviic examples

of helping his students through some difficult situations in their lives by beinlglaea

to talk to them. His availability and willingness, then, not only display his atsetmpt
foster relationships with students, but also helped them out in their lives outside of the
classroom, attesting to the value he put on interpersonal relationships. Anothiés speci
example that was brought up frequently is teachers’ efforts to attengtiibants’

activities outside of class time. Kelsey stated, “I go to all their band d¢entgp to all

their orchestra concerts. | chaperone the dances. | do what | can outsideabts

support the kids.” Likewise, Michael echoed this statement by saying,ttl game
wrestling meets, | go to, you know, some baseball games, those kinds of things, to
observe, drama, art, chorus, to let them know that I'm concerned about other areas of
their lives besides mathematics.” This did emerge as a pattern in termgsahata
teachers tried to build a relationship with their students, and teachers did mieation t
students appreciated such efforts. The efforts appeared to be evidence of'teasire

to care for their students in some way, and that they were able to see thamegof
things outside of their own classrooms. Finally, Brittany gave examplésdafrgs with
whom she had kept in contact outside of class. One in particular had become close to her
since Brittany was present in her life during some difficult times, and shedwainvited
Brittany attend an open house with her and her mother at a college that siteendlin

the future. Such an example shows the effect that Brittany was able to hiage in t

student’s life, and how her support of the student in life and in her school projects
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developed into a lasting relationship. These actions that teachers deshebsfdy¢,
demonstrated specific ways in which they tried to build relationships with thdargs,
and the actions tended to have a positive impact on students. Therefore, their perception
of themselves as trying to care for their students in some way was rtehifasugh
these specific actions. Though teachers did not bring up the ways that they tried to
receive their students, or motivational displacement specifically, itlg#as from these
examples that they valued relationships with students. It is likely thateshffeeachers
valued these relationships more than others, but those who mentioned the greater value of
talking about things in life to academic content seemed to be in accord with tee valu
placed in Noddings’ writings on caring relations.

Though there seemed to be little difference between high school and middle
school teachers in regard to this theme, it seemed significant that Johnnyigwwte
lacked responses specifically about building relationships with his students. One
explanation for this may be that he had just begun his student-teaching semdgtersa
had not had enough of an opportunity to try to do this. Instead, he had focused much on
desiring his students’ well-being and academic success, and was stilplémiuard to
opportunities to build relationships with students. This explanation may be helpful,
though it may also be true that through the course of the interview he simply had not
mentioned anything relating to this theme because it didn’'t come to his mind. @ase
his other responses in which he goes to great lengths to describe his degjoesi fin
his students’ lives, it seems likely that he would try to build relationships with his
students, though this can’t be said for sure. A question in future interviews sgigcifica

relating to the idea of building relationships with students may be the best option for
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determining his general views and specific actions about building relapsnghh his
students.

In summary of this theme, though, teachers who were interviewed and had been
teaching for a few years all gave examples about ways in which tbeydrbuild
relationships with their students. It is likely true that they went aboutifogtiese
relationships to a different extent, as they also described some differenthatiey
did try to foster the relationships. Overall, though, their responses spoke both to how they
saw themselves as caring for their students and their students as beirfgrcanmed to
specific ways that they did this, answering both of the research questionsidgshat
teachers practiced caring in these relationships, the importance they @tesech
relationships agreed with Noddings’ high value placed on caring relations.
Involvement with Parents

Involvement with parents also emerged as a theme based on teacher interviews,
and these responses answered the two research questions. Again, a difference could not
be detected between the responses of high school and middle school teachers. Instead, all
of the four full-time teachers seemed to think that involvement with parents is amiport
They spoke about this on a general level, along with some specific examples, which als
pointed to each of the research questions. Thus, their responses are groupednogether
the paragraphs below. Again, Johnny’s responses did not bring up the idea of contact
with parents specifically, and a paragraph relating to Johnny is follovathgraphs on
the full-time teachers.

Kelsey stated in her interview that “parent communication is huge, just to show

that you're working as a team | think is the biggest part,” and this sentmasrfelt by
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the other full-time teachers. Brittany said, “parental environment is hugésysto Imake

sure | involve them as much as possible.” The other full-time teachers alsoneonthis
sentiment, and these answers on the general level speak to how they saw parental
involvement as an important aspect of what they did in their classrooms. More
specifically, Kelsey mentioned sending at least a couple emails to paaehtslay, while
Brittany mentioned that she emails each parent biweekly. Moreover, she lealdeealh
parent at the beginning of the year in order to establish contact and involve them wit
what was going to be going on in her classroom. Maria spoke of emailing parents of
every student who was missing work in her class on Monday, and also of asking parents
what their child needs specific help with from her class. Michael said theseoeto

email parents a lot, but this has decreased since he started putting all wddngsst

grades online for students or parents to access, something that the school irdgesera
not provide. Now he finds himself emailing parents a little bit, but less, sincart@ey

aware of their students’ grades and do not contact him about grades specHiealig

bring up a specific instance of parents asking for his input on their child’'geolle

decision, though, and he was available to help in that process. Overall, it seemed that
teachers had each implemented some sort of policy for how they involve parents in their
child’s schoolwork, whether that was calling each parent and introducing tlkes)se
emailing parents of struggling students, or putting information up online for parents to
access. It was significant, then, in relation to Noddings’ caring framkewat teachers
brought up the idea of their involvement with parents. For Noddings, it is important that
teachers are involved in the community in which they teach, since relationships in school

are only a part of children’s experiences. Therefore, teachers’ comomettisir
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involvement with parents were in accordance with the importance of this involvement
found in Noddings’ writings.

The previous examples were specific ways that teachers acted in refgpthese
perception of the importance of parental involvement, and thus the specific examples
answered the second research question. There were not visible differenesnlegl
school and middle school teachers on how they did this, but instead it seemed that each
teacher attempted to connect parents from their community to their childisesqeein
school. This is important, since each community is unique and different, and if teachers
act to involve parents, they must be aware of the children’s communities. Hpwever
unclear what teachers thought specifically about community involvement, lees\vileé
uniqueness of their students’ communities. Moreover, cultural values affect how people
practice caring, and this is a significant matter, but it was not brought up esffenses.

It would have been preferred for teachers to discuss such ideas more fully, amd futur
studies may ask such questions.

Similarly to the theme on building relationships with students, Johnny’s responses
on this theme seem to be absent. Again, speculation may be drawn on why he did not
bring up the idea of involving parents, and whether that is due to his lack of actual
experience teaching, a case of forgetting to mention the importance of thes theire
thought that the theme is not important. It can not be determined which of these is the
best explanation, or if another better one exists. He was not asked specifitadly
interview about his involvement with parents, and rather this theme emerged from other
teachers’ responses. The best way to determine his views on the topic would be to ask the

guestion specifically in a future interview.
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Therefore, teachers spoke about their attempts to be involved with parents, and
how they saw this involvement as an important issue. Valuing community involvement is
in accord with Noddings’ ideas, though teachers did not give an extensive amount of
detail on their interactions with parents. The lack of detail made it moreudtifio
determine their position, and how they saw culture as relating to their involveitient w
parents. It can be said, then, that teachers’ responses agreed with Noddagyduit
that their responses were limited in their description.

These five themes, [(1) fairness, (2) a desire for students’ well-beirg dElire
for students’ academic success, (4) attempts to foster a relationshipudghts, and (5)
involvement with parents] were brought up by teachers throughout the interviews, and in
relation to each of the research questions, and thus they shape the way that ésaahe
whole responded to the research prompts. In many ways the responses are iniiccord w
Noddings’ caring theory, though in some ways they disagree. These p#atiarrike
five themes are brought up in the discussion section, and they are followed by certai

topics that seem important in the literature, but were omitted in participaspsinses.
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Discussion

This section summarizes the results of the previous section and also brings up
some ideas that seemed to be absent from teachers’ responses and whébimsdiosh
absences may have.

It is clear that all the teachers interviewed had thought about the idea of naring i
some way, and many of their responses related to the caring literatuhe adelts
written of by Nodddings. In the five themes that emerged from the analytbis of
transcripts, teachers’ answers were analyzed in the way that thtadri caring
pedagogy and the ways that their practices differed from suggestions madelvethi
literature. Two of the five themes had visible differences between high scitboliddle
school teachers, and these were broken into these sections accordingly, whilerthe othe
three themes had no visible differences between high school and middle schoosteache
answers. Some commonalities from the results section are discussed below.

One commonality is the fact that Johnny’s responses tended to differ from those
of the other four teachers with respect to each theme. Only the fairnessabwtiained
commonalities with other teachers’ responses, and even then his answers as a whole
painted a unique view of the idea of fairness that appeared distinct from that of the othe
teachers. It can not be said that he does not care for his students, since he went to such
great lengths to define caring, and then to describe his own emotions towarddémnssst
and his attempts to promote their success. Clearly, his responses relatedrioghe ca
pedagogy in the ways that he tried to support his students in their work and projects.
However, his responses tended to be theoretical in nature, rather than specdic, whil

many other teachers’ answers provided specific examples. Inexperiagdeue played

46



a major role in his tendency to respond in a more theoretical way, since he \wbs mer
beginning his student teaching when he was interviewed, and had been away from
education for a few years. Moreover, inexperience can also be said to have plaged a
in his lack of responses connected to ideas of fostering relationships with sturdents
ideas of parental involvement in their child’s schoolwork. It is an interestidmg that
Johnny's ideas were different from those of the other four teachers, and astinger
project may be to investigate the ways that pre-service teachers’ viewsmnehanges
in the years following their landing of full-time teaching jobs.

Another commonality among teachers’ responses is that many tended to discuss
ways in which they tried to support their students’ projects, but these respokseés lac
mention of motivational displacement. Instead, teachers gave some examgieshin w
they demonstrated their attempts to foster students’ success anding)lbu they
failed to discuss the idea of receiving their students and being attentive to/Athdmit
is easy to attribute the lack of vocabulary use to teachers’ lack of faiyiath the
literature on caring, it is difficult to tell how much teachers practicevabnal
displacement, and whether this occurs with some students and not others. lalgdogic
assume that some teachers practice motivational displacement more tihgrboththe
level and extent to which teachers value or practice motivational displaceanemttdoe
determined here.

Moreover, some differences seemed to exist between high school teachers’
responses and middle school teachers’ responses. First, only high school teacheds se
to discuss their desires for their students’ well-being. Middle school tsadmethe other

hand, tended to give more answers about their desire for their students’ acameess,s
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though high school teachers discussed this as well. This was surprising, asschddle
seems to be a time when teachers are more concerned with students’ adjustment f
childhood into adolescence and from elementary school into middle school, followed by
high school. Thus, one might have guessed that these middle school teachers would
discuss their desires for their students’ well-being more than high scholoéteabut

this was not the case. Another less surprising finding, though, is the tendency of high
school teachers to discuss their thoughts about their students’ future. Clearly, beth of t
high school teachers had been looking ahead to their students’ lives past high school,
whether than ended up at institutions of higher learning or not. Michael brought up
examples of helping his students to think about the choices they had regarding colleges
and majors, while Brittany gave examples of trying to teach studentstBkillghey

would need outside of her classroom, whether going to college or otherwise. She said,
“we’re preparing you for whatever, and when you get to college or whereuejo,

that's when you decide. But until then, | have to prepare you for anything.” Middle
school teachers, on the other hand, didn’t mention their students future, whether college
or high school. Instead, they tended to focus on their own students and their own actions
to help these students to succeed in their classrooms. Perhaps it was implidgitigat he
their students to succeed in their classrooms would prepare them for high school and/or
college, but this was not mentioned explicitly anywhere in the interviews. Frem the
findings, high school teachers’ responses tend to echo Noddings’ caring pedatgrgy be
than the middle school teachers’ responses, since both of the high school teachers gave
examples of trying to support their students in the students’ own projects beyond their

classrooms.
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Meanwhile, absent from all of the teachers’ responses was the issue of thei
thoughts and actions in relation to students taking Algebra I. In the literatsifeathbeen
described as a ‘gatekeeper course’ such that students taking this course pgomiodpe
high school tend to have the gate to college open to them, while those waiting until high
school to take Algebra | had a much lower college attendance rate. Though this issue
does not specifically relate to teachers’ motivational displacement qgrerdenal
relations, it is clear that the issue is an important one when consideringuteints’
personal well-being and academic success, as well as the importance oétigiagion
in discussing issues of poverty and oppression. Teachers’ silence on Algebiad bein
gatekeeper course could be attributed to the interview discussion going ierendiff
direction, and while they may have had much to say on the topic, they did not get the
chance to do so. However, this conclusion can not be made for sure, as teachers may in
fact have been unaware of the role Algebra | plays in students’ acadeéss. Instead,
it is argued here that teachers must be aware of the state of Algsbaaghtekeeper
course and be aware of where their students stand in relation to having thetealjetga
open or closed to them.

In discussing the issue of the Algebra | as a gatekeeper course, teacheisonus
be aware of their students’ culture. It is no mystery that white studenttotentperform
ethnic minorities on standardized tests, as well as attendance at prestigfibuwisons of
higher education, and this trend is also very evident when comparing students from
affluent backgrounds to those coming from backgrounds of poverty. As such, teachers
need to be aware of where their students stand in terms of their ability and tpyvagara

attend college. It is assumed here that attending college would sexrtechdor opening
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many doors of opportunity and making poverty less likely for those who attend, and thus
that teachers should encourage their students to attend institutions of highaglearni
However, in accordance with Noddings’s writings, teachers must receivestindents

and support them in their own projects, rather than just the projects that teaclfiers see
for them. Moreover, in discussing culture, teachers must also be aware of thtbavays
different students see the idea of caring, based on the different culturésyhadme

from. Only Maria and Brittany even mentioned culture in the interviews, arabsistated
earlier that both of these two teachers had worked in schools with high populations of
ethnic minorities. The other teachers, though doubtless working with some ethnic
minority students, did not mention experiences similar to those of Maria andhiriita

the ethnic composition of their schools, and this lack of experience with non-white
students may be a factor in their omission of responses relating to culture. iAiga
encouraged that teachers be involved in the community surrounding the school, and not
see their job as merely an academic task.

Finally, it seemed to stand out that several of the schools had policies and
experience relating to character education. Maria gave examplesuafsagiven to
students who showed evidence of embodying character traits such as ‘*honesty’ or
‘integrity,” and Michael confirmed that his school had a similar policy. Though both
teachers seemed to participate in the program, it was interestinigethdtath seemed to
agree that it did not actually make students live with more honesty or intéyghgn
asked if modeling the character traits was more effective than mentamihdjscussing

them, Maria said,
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“Yeah, | would say...We do, we have like a homeroom, extended homeroom, on
Fridays where we’re supposed to do character type education, where for that one
Friday of that month we talk about what does it mean, and we do activities and
stuff like that. | don’t know if that really...I feel like the kids with the best
character have quality parents. That's what is comes down to, for the most part.
Or, like, good role models.”
Similarly, Michael stated,
“The best incentive is to have parents that are ethical. | don’t personally think that
the current program of student of the month causes people to be ethical. | think it
just recognizes the ones who are. | don't think it implements a change.”
It is clear that these teachers recognized that while the program sydmegvethical
behavior was recognizing honest conduct or students who acted with integrity, it was
unlikely to actually cause students to change their behavior. Instead, both mentioned the
importance of parents and role models in children’s lives. This is very muchrsioil
Noddings’ writings about modeling caring to others so that they too may learn, @&ing
she states that “the capacity to care may be dependent on adequate experi@mge in be
cared for” (Noddings, 2002, p. 22). Thus, teachers are encouraged to care for their
students, and though they can not replace the positive or negative role models that these
students already have in their lives, they can be models of caring behavidieittahair
students, especially since “when a teacher responds to one student, twenty othikist
learn a lesson” (Heller, 2007, p. 30).
The commonalities found among teachers’ responses and discussed in this section

do not necessarily summarize all of what teachers stated about caring, ritegitipas of
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it, or about their own actions within their classrooms. Rather, they allow somestirig
conclusions to be drawn from the interviews. The five themes that were drawrn&om t
analysis of transcript data were not expected prior to the study, but rathgedraed
helped to organize analysis of teachers’ responses. Similarly, the contrasnali
discussed in this section came from looking at the interview data and the redudts of t
study, and allow for suggestions to be made for future study. With these things in mind,
teachers’ perceptions of caring within their own classrooms, and their acticaiation
to these perceptions ought to continue to be studied in future projects. The limitations of
this exploratory study and suggestions for future research are outlined below
Limitations and Suggestions

A statement here is necessary about the limitations of this research stsigly. F
this study was intended as more of an exploratory study than a full-lengtkigmwdly
teachers’ perceptions of caring and the way that they practiced it. Adtsgaahvious
that this study did not gather enough information to make broad definitive conclusions on
the topic. The only data gathered here came from teacher interviewsvevith f
mathematics teachers at various levels. It is suggested that furthes stodiinue to
investigate this topic through teacher interviews, as well as intervigtvstwdents or
other teachers, and possibly even observations of lessons. Gathering such data would
doubtless be helpful in getting a better understanding of how teachers’ perceptions of
caring play out in their lessons and interactions with their students. Moreover, Fishe
(1993) stated that

“unfortunately, the basic human tendency to present oneself in the best possible

light can significantly distort the information gained from self-reports.
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Respondents are often unwilling or unable to report accurately on sensitive topics
for ego-defensive or impression management reasons. The result is data that
systematically biased toward respondents' perceptions of what is "camrect"”
socially acceptable” (p. 303, as in Maccoby and Maccoby, 1954).
Therefore, it is possible that teachers’ responses in interviews weed boedepict
themselves as caring in order to portray themselves in the best possible tgyniptat
were made to limit this through the way that questions were asked, but intenrtbws
students, as well as observations of the teachers’ classrooms would also lipfaty
in determining the extent to which teachers model caring behavior to theenss.
Having said this, the data gathered in this study is still quite useful, and would
serve well as the starting point for further research and investigatoteathers’
perceptions of caring and the ways that their perceptions of caringtagedbehavior

inside and outside of their classrooms.

53



References

DeCuir, J. T., & Dixson, A. D. (2004). "So when it comes out, they aren’t that surprised
that it is there™: Using critical race theory as a tool of analysiscefaad
racism in educatiorEducaitonal Researcher, @).

Deschenes, S., Cuban, L., & Tyack, D. (2001, August). Mismatch: Historical
perspectives on schools and students who don't fit theathers College
Record, 1084), 525-547.

Doyle, L. H., & Doyle, P. M. (2010, April). Building schools as caring communities
Why, what, and howThe Clearing House: A Journal of Educational
Strategies, Issues and ldeas(5)6259-261.

Fisher, R. J. (1993). Social desirability bias and the validity of indirect questioning.
Journal of Consumer Research(2)) 303-315.

Ferreira, M. M., & Bosworth, K. (2000). Context as a critical factor in young aciies
concepts of caring. Journal of Research in Childhood Education, 15(1), 117-
128.

Heller, D. (2007) Curriculum on the edge of survival. Lanham, Md: Rowan and
Littlefield Education.

Mission and vision of YoungLifén.d.). Retrieved April 9, 2011, from
http://www.younglife.org/AboutYoungLife/MissionandVision.htm

Maccoby, E. E. & Maccoby, N. (1954). The interview: A tool of social science. In L
Gardiner (Ed.)Handbook of social psychologiwvol. 1, pp. 449-487).
Cambridge, MA: Addison-Wesley.

Nasir, N.-I. S. (2005). Individual cognitive structuring and the sociocultural xtonte
Strategy shifts in the game of dominoes. The Journal of the Learning Sciences,
14(1), 5-34.

Noddings, N. (2002)Starting at home: Caring and social polidgerkeley, CA:
University of California Press, Ltd.

Noddings, N. (2003)Caring: A feminine approach to ethics and moral education
Berkeley, CA: University of California Press, Ltd.

Noddings, N. (2005)The challenge to care in schools: An alternate approach to
educationNew York, NY: Teachers College Press.

Noddings, N. (1988, February). An ethic of caring and its implications for instrukctiona
arrangementsAmerican Journal of Education, 96(2), 215-230.

54



Tyack, D. (2007). Seeking common ground: Public schools in a diverse society. First
Harvard University Press.

Weill, S. (1977)The Simone Weil readéG. A. Panichas, Ed.). New York, NY: David
McKay Company, Inc.

Weston, C., & McAlpine, L. (1998, November). How six outstanding math professors

view teaching and learning: The importance of carfimigernational Journal for
Academic Development(23, 146-155.

55





