Breathe For Change

Changing the World, One Teacher at a Time

By Ilana Nankin

A dissertation submitted in partial fulfillment of

the requirements for the degree of

Doctor of Philosophy

(Curriculum & Instruction)

at the
UNIVERSITY OF WISCONSIN-MADISON
2016
Date of final oral examination: 4/4/2016

The dissertation is approved by the following members of the Final Oral Committee:
Dr. Catherine Compton-Lilly (Chair), Professor, Curriculum & Instruction
Dr. Erica R. Halverson, Professor, Curriculum & Instruction
Dr. Mary Louise Gomez, Professor, Curriculum & Instruction
Dr. Richard J. Davidson, Professor, Psychology and Psychiatry
Dr. Beth A. Martin, Professor, Pharmacy



© Copyright by Ilana Nankin 2016
All Rights Reserved



Dedication

This dissertation is dedicated to my beautiful Grandma Shirley,
my incredible family, Papa Bear, Mama Bear, and Air Bear,

and to the eight inspiring teachers who made this life-changing journey possible.



i

Acknowledgements

Words cannot even begin to express how grateful and I am for all the incredible people in
my life who have supported, motivated, and inspired me throughout this Ph.D. journey. To my
family, friends, students, mentors, and communities: It is because of your endless love,
encouragement, and support that I was able to complete such a remarkable undertaking. Thank
you from the bottom of my heart for being there for me through thick and thin.

First and foremost, I want to extend my utmost gratitude and love to the eight incredible
teachers—Lauren, Christa, Marissa, Mia, Elizabeth, Linh, Cynhia, and Andrea—who had the
courage to say yes to participating in this project. Thank you for putting your entire hearts and
souls into embracing every stage of our life-changing experience together. Even though,
technically I may be considered your “teacher,” the eight of you have been and continue to be my
greatest teachers. Thank you for vulnerably expressing your authentic truths with me, and for
committing yourselves to learning and growing alongside me and each other every step of the
way. Because of your willingness to openly share your experiences, perspectives, and light, the
world is now transforming. I love you and will be here by your side forever.

To all the pre-service teachers I taught and supervised between 2012-2015: I love and
appreciate each and everyone of you beyond words. Thank you for showing up and expressing
yourselves so fully in my courses, and for opening your hearts to me even beyond the walls of
the classroom. I feel so blessed for the invaluable relationships we all built together, and am so
excited to continue supporting and learning alongside you as you continue to change the world
through teaching young children. You are the lights of my life, and know that I am always here
for you.

To my amazing Pre-k Superstars (who are now the big kids at Fairmount Elementary!):
Being your Pre-k teacher was the most transformative experience of my life. Your beautiful
hearts, bright young minds, and the unconditional love and joy you each brought into my life and
our classroom enabled me to find my voice as a teacher and my purpose as a researcher. Thank
you for showing me what’s possible when love becomes the foundation of teaching, and for
motivating me to bring students’ and teachers’ voices to the forefront of education. It is because
of you that I continue to commit my life everyday to creating a more socially just and peaceful
world for students, teachers, and families. To Miss Martha: being your co-teacher was the
greatest gift I could have ever dreamed of as a new teacher. You taught me how to educate and
collaborate with love, and made me realize that nothing is more important than cultivating and
valuing relationships. You are and will always be my angel, partner, friend, and inspiration. To
my Pre-K Superstars’ Families: I love you like family. Thank you for welcoming me into your
worlds, and for continuing to stay connected, even from afar. While I have missed you and your
kids dearly, I have felt your presence and taken our stories with me every step of this journey.
Don’t forget to have your beautiful children read the letters I wrote them on Pre-k graduation
when they graduate high school so they remember how fabulous they are!

To the most amazing family in the world (yes, I’'m biased): Thank you for always
bringing so much love, motivation, and purpose into my life, and for holding my hand through



il

every step of graduate school (the good, the bad, and the ugly). I feel so blessed that you each
supported me in taking the leap to move from the Bay Area to Madison to pursue my Ph.D., and
for believing in me, especially in moments when I didn’t have the courage to believe in myself.
Thank you for standing by my side through everything, and for always creating the space for me
to vulnerably express myself when I need advice, love, or just someone I can trust to listen. |
love you all so much, and could not possibly have accomplished this incredible milestone
without you.

A special shout out to Mama Bear (Susan Nankin): Thank you for being my best friend
and greatest cheerleader, and for always inspiring me to find happiness and fulfillment in my life
and in my classroom. Your commitment to teaching young children is 100% the reason why I felt
compelled (starting in 3rd grade!) to take this path, and for that, I am forever grateful. I promise
to commit the rest of my life to paying forward the beautiful gifts that you provided me as my
greatest teacher. Papa Bear (Gary Nankin): I feel like the luckiest daughter in the world to have a
dad who has not only survived against the odds, but who has also helped me, our family, and our
communities learn to truly appreciate the gift of life. I cannot even begin to express how grateful
I am for the inspiration, courage, strength, and fearlessness you continue to instill in me, and for
the fact that you always stay close, even from afar. You helped me cultivate the confidence to
keep going when times seemed dark by sharing with me your life lessons (included below),
which I will continue to share with more teachers, students, and communities as I grow. You are
my role model and I love you. Air Bear (Aaron Nankin): [ am so grateful that my big brother is
one of my best friends. Thank you for always empowering me to listen to my heart and pursue
my dreams, and for sharing yourself so fully and vulnerably with me. You have been there as a
thought partner, mentor, friend, and motivator—and have helped me up every time I’ve fallen. I
am so proud of you for pushing yourself to walk the walk, and for embracing the unknown with
an open heart. To my beautiful grandma Shirley: No more need to worry, my darling Grandma...
“I did it!!” Our extensive phone calls, slumber parties, contemplative conversations, life talks,
shopping rounds, letter exchanges, and shared tears paid off, just like you hoped they would. You
truly are my greatest role model and joy, and even though my heart breaks knowing you are no
longer physically here with us, I feel complete knowing that you are most definitely jumping up
and down up there joyously celebrating this momentous occasion. Thank you for loving me and
for teaching me how to love unconditionally.

Michael Fenchel: Thank you for being my partner-in-crime, kindred spirit, grounding
force, and thought partner, and for providing direction and guidance throughout the dissertation
process. Your unconditional love, and commitment to our collective purpose, has shown me how
to let go and trust the process. Thank you for selflessly devoting so much of your energy, time,
passion, wisdom, and brainpower to helping me craft this dissertation in a way that truly honors
teachers’ authentic voices, experiences, and perspectives, and brings to light the critical need for
us, as a society, to value teachers’ (and students’) well-being. I will forever cherish our
impassioned intellectual conversations, late night editing parties, creative writing sessions, and
all the laughs, tears, and emotions we have experienced together since you joined Breathe For
Change. I look forward to continuing to change the world alongside you.



Y

To Erica Martin, Angie Davis, and Sam Levine—the other full-time rockstars on the
Breathe For Change team: Thank you for dedicating your entire hearts and lives to growing the
movement that this dissertation inspired. Erica: Serendipity brought us together, and since that
day, I could not possibly be happier to be working alongside such a dynamo educator, wellness
expert, and let’s be honest...sister. Your strength, conviction, and brilliance never cease to amaze
me, and [ am so excited to continue learning from you and growing with you (and Angie, of
course) as feminine leaders of our organization. Angie: You are an angel and I could not possibly
love you more. Thank you for teaching me how to find joy, laughter, and gratitude in the simplest
things, and for inspiring me to stay true to myself and others. Let’s keep dancing, breathing, and
moving together—because when we do, the world transforms around us. Love you sister. We got
this! Sam: No words can possibly describe how much I love you and appreciate you, and how
grateful I am to be working alongside my life counterpart and dear friend. You bring out in me
the best version of myself, and light me up simply by being you. Thank you for growing with
me, loving me, trusting me, and taking this leap of faith that I know will only bring more and
more joy, inspiration, and purpose into both of our lives. Keep being you, because nothing is
better. Boom Boom baby! (I can’t believe I said that...that was chummusey).

To our other fabulous Breathe For Change team members: Dmitry Stupakov, Paul
Gerhartz, JusTme, Jessica Steffens, Marci Speich, Sarah Archibald, Ted Gurman, Kris Evans,
Ellie Jackson, Hannah Kaplan, Hanna Hermanson, Laura Andersen, Mak Knox, and so so many
more...I love you and feel so honored to be on this transformative journey with each of you.
Whether we grew up together, taught together, traveled the world together, or just magically
crossed paths along the way because of our shared passions, you all are like family to me. Thank
you for committing your lives to healing yourselves, each other, and the world, and for holding
me accountable to fulfilling my mission to lead with love, inspire with passion, unite with
purpose, and breathe for change. I know that, together, we can truly do anything we put our
hearts and minds to. Let’s keep embodying the work, and inspiring ourselves and each other to
be our greatest selves, because nothing is more beautiful! To our Breathe For Change Board of
Directors: Rich Halverson, Anne Smith, Phil Greenwood, Akimi Gibson and Jill Lundberg:
Thank you all for contributing your insight, passion, and expertise to helping our team grow the
Breathe For Change movement. I feel so honored and grateful to have such a talented,
remarkable team of people across the United States working together to change the world, one
teacher at a time.

To the 34 teachers who participated in Breathe For Change’s inaugural 200-hour wellness
and yoga teacher training in 2015, and to the 5 trainers who joined me in holding space for these
teachers to connect, grow, and heal: I am transformed because of each and every one of you.
Thank you for helping me build the foundation for a movement that is now improving the
well-being of thousands of teachers, students, and schools across the country. To the 9 amazing
Breathe For Change pilot schools: Your commitment to teacher and student well-being gives me
more purpose than I ever imagined possible. You and your teachers are living examples that
change is not only possible, it is actually happening.

To my fabulous friends from all walks of life: From my “Summer” soulmates (Jessie,
Katie, Katie), to my Cup-town friends, to my Adpi Sisters, to my ridiculous Lair family, to my



Jerusalem Abroad crew, to my fellow proud Golden Bears, to my Ed 190 community, to my
Chavurah family friends, to my TFA BFFs (special shout out to Laura, Lauren, Erica, Chrissy,
and David), to my roomies over the years, to my Celebration of Being inspirations, to my circle
sisters, to my Cloud Nine Yoga family, to my grad school partners-in-crime (especially Erin,
Brooke and Francesca), and to all those who came into my life anywhere in between: Thank you
for holding me up when I needed a hand, and for inspiring me to keep going. You all bring so
much joy, happiness, and fun into my life, and I feel like the luckiest person in the world to have
you as friends.

All the groups and communities I’ve had the privilege of joining since moving to
Madison in 2012 have strengthened my conviction, and brought so much meaning into my
graduate school experience and beyond. To the UW Teaching Academy Community, especially
the Executive Committee: Serving as the Future Faculty Partner on the Executive Committee for
the past 3 years gave me the opportunity to share my passion to transform lives through
humanizing education with the university and broader education world. Thank you for graciously
giving me a seat at the table to bring the voices of graduate students to the forefront of
educational discussions on campus. Cathy’s Doc Group: Although graduate school can often feel
isolating, knowing that I could always go to my doc family for support made me feel at home. I
appreciate all the deep conversations we had, ideas we shared, and opportunities we created to
grow together. To my Madworks business accelerator community: It was so great learning and
growing alongside all of you as we attempted to take our business ideas and turn them into some
serious action. Thank you for helping me transform my vision for Breathe For Change into a
model that has already transformed the lives and communities of so many teachers and students
across the nation. 100Staters: You are all the best. I could not possibly have asked to share an
office space with hundreds of more talented, motivated, innovative, and awesome human beings,
and feel so grateful that Breathe For Change is now a part of your growing family. To the
Madison yoga community—thank you for moving and breathing with me every step of the way!
My Celebration of Being community: You all stood for me to pursue my dream of completing
my Ph.D. with happiness, fulfillment, and love. Thank you for holding me accountable to being
my greatest self, especially when I did not think I could do it. I love and appreciate you all so
much.

To all my mentors and advisors: Thank you so much for believing in me and helping me
learn and grow as a teacher, leader, researcher, and entrepreneur over the course of my Ph.D.
journey—and the birth of Breathe For Change. Parker Palmer, your words inspire mine. Thank
you for giving me the courage to share my authentic and vulnerable whole self through my
writing, despite how scary exposing myself initially felt. I am so grateful that you—my greatest
inspiration and mentor—have created space in your world to pass down your wisdom, stories,
and insights to me. Mariana Souto-Manning: You are the reason I found the strenght within me
to embrace this dissertation project, and your work is the reason why I became so passionate
about this field of study. Thank you for giving me the opportunity to share my vision for my
dissertation project with you over dinner in August 2013 (which was 100% inspired by your
book: Multicultural Teaching in the Early Childhood Classroom), and for responding with so
much enthusiasm: “This is cutting edge...no one in the field is doing this...start tomorrow!”
Hearing this from my greatest role model in academia moved me out of my head and into action,



vi

and that night, I reached out to my teachers and the project began. Thank you for lighting the fire
within me. To Carl Grant: Thank you for taking me under your wing, and for introducing me to
Mariana. I will always cherish the sacred conversations about multicultural education and the
yoga sessions we shared together. I am forever grateful for the opportunity you gave me to edit a
soon-to-be published book with you, and look forward to continuing to learn from you! You are
seriously phenomenal. Michael Levine: You are not only one of my greatest mentors, advocates,
and advisors I’ve ever had, you truly have become a second father to me. Thank you so much for
believing in and supporting me during every stage of this Ph.D., and for creating
once-in-a-lifetime opportunities for me to actively participate in educational initiatives at Sesame
Workshop and Joan Ganz Cooney Center. I deeply appreciate your ability to expand my thinking
and move me to action. To my other Sesame Family Members: Akimi Gibson, Jessica Millstone,
Jennifer Kotler, and many more: Thank you for welcoming me into the Sesame family, and for
continuing to collaborate with me to change the world. Having you all as mentors has been the
greatest gift, and I look forward to seeing where our collective efforts take us! And, to all of our
incredible family friends in the Jewish community—you know who you are: Thank you so much
for believing in me and supporting me every step of the way. I feel so grateful to have so many
people I can call my cheerleaders, mentors, and “second parents.”

And finally, none of this would have been possible without the support, love, and
mentorship of my five fantastic University of Wisconsin dissertation committee members: Cathy
Compton-Lilly (my advisor), Erica Halverson, Mary Louise Gomez, Beth Martin, and Richard
Davidson. Thank you for being such incredible role models, and for pushing me to new heights
everyday. I could not have possibly asked for a more inspiring, motivating, brilliant, and
supportive group of mentors. A special shout out to the greatest advisor in the world: Cathy,
thank you for taking me under your wing, believing in me when I was ready to give up, and
pushing me to intellectually, mentally, and emotionally grow and develop at every stage of this
dissertation process. You empowered me to find my voice as a writer and teacher researcher, and
supported me in overcoming the inevitable challenges that come with completing a Ph.D.

I love and appreciate you all, and feel so grateful to have you in my life.



vii

Life Lessons
Written by Ilana’s Father, Gary Nankin (“Papa Bear”)

These are the lessons Papa Bear wrote me during a personal struggle that continue to greatly
impact my life, my teaching, and my students (including the eight who participated in this
dissertation project).

Understand and show gratitude for what we have rather than impatience for what we lack. We
take for granted our many blessings, getting bogged down by our unfulfilled needs and desires.

Spend quality time with family and others who care most about us. By sharing with those we
love, we enrich each other’s lives and develop a powerful mutual support system.

Identify and be clear on our highest values. Most of us are idealistic, but we are inconsistent in
acting on our ideals. Find avenues to practice until living by our values becomes habitual.

Never stop learning, as we have an unending supply of growth opportunities to keep our brains
and spirits strong and usefulness high.

Search for meaning in our lives. Understand that this is a long term ongoing process, but take
time out to ask ourselves and seek help from others about why we are here and what we hope to
accomplish. Spiritual insights enrich our souls and give cause to reprioritize our lives.

Listen, listen, listen! Listening is a learned skill. Too often, instead of truly listening, we are in
our heads, thinking about what we want to say; by doing so, we disrespect those offering the gift
of words and miss an opportunity to enhance our knowledge and quality of relationships.

Say thank you! Praising others empowers and motivates them and provides us with feelings of
accomplishment as well.

Smile, breathe deeply, and take time for ourselves in silence. Release the albatrosses (burdens)
that hold us back. Grudges are impediments to our happiness and fulfillment; by forgiving or
doing what is necessary to get beyond what enslaves us, we open up a new world of positive
possibilities.

We all face adversity. Let adversity sensitize us to the suffering of others so we can become an
agent of hope and comfort, rather than a source of despair. By helping others, we empower and
renew ourselves.

Record our life lessons, our important values and relationships, and our memories that we hope
will outlive us. That legacy will be far more important to those who survive us than any
financial assets that we may leave behind.

Positively impact our communities by finding and following our paths to making the world a
better place. Never stop looking for opportunities to perform acts of loving-kindness.
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Abstract

Although many teacher education programs claim to prepare teachers for social justice,
there is a critical gap in research exploring how new teachers enact their ideals of social justice
in the classroom, and how their ability to do so relates to their physical, mental, and emotional
well-being.

For her dissertation, Ilana Nankin facilitated a community of practice during the 2014-15
school year to support eight of the pre-service teachers she had taught in teacher education as
they transitioned into diverse early childhood and elementary classrooms throughout the world.
This participatory action research study, informed by teacher research and narrative inquiry,
created space for these eight teachers to share their vulnerable stories and to actively work
together to explore and implement new ways to enhance their pedagogy.

She found that, across the board, the teachers’ physical, mental, and emotional well-being
declined dramatically during their first year—and that this decline in well-being had a negative
impact on their ability to enact their ideals for social justice teaching. When stress levels were
high, and well-being low, teachers often fell short of the “good intentions” they had set for
themselves before entering the classroom. On the other hand, when teachers began implementing
wellness practices and supporting one another’s well-being, they were better able to fulfill their
intentions for teaching, and their students’ social-emotional and academic outcomes improved.
The critical connection between teacher well-being and teaching inspired Ilana and her
community to start Breathe For Change, a movement to enhance the health and well-being of
teachers, students, and school communities that is now positively impacting thousands of
educators, children, and families throughout the United States.

Teacher well-being is directly related student social-emotional and academic outcomes,
yet it is under-prioritized in today’s education system. It is essential that we, as an educational
community, listen to teachers’ stories and provide teachers with the support they need to take
care of themselves so they can effectively teach our students. In doing so, we have the potential
to change the world, one teacher at a time.
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Chapter One

Introduction



What Is Teaching for Social Justice?

To me, teaching for social justice gives a voice to those who have been, or who currently are,
silenced. It’s about showing all sides of the story. It’s about teaching love and acceptance. It’s
about teaching peace and tolerance. It’s about proving that wit, passion and solidarity can
overtrump money. It’s about inspiring students to question the status quo and change their future
when a biased minority attempts to run the majority. It 5 about fighting for basic human rights.
On a daily basis, we must fight for students of every ethnicity, gender, culture, sexuality,
socio-economic status, religious or non-religious affiliation, language, beliefs and backgrounds.
Beyond this, we must teach them to continue to fight for each other.

—Lauren, Reflection, August 2014

[ consider social justice to be fundamental to my teaching practice. It is why I teach, and also
how I teach. A big part of this, I think, is accepting my students exactly where they’re at.
Another important part of teaching for social justice to me is providing my students with the
exact same high-quality early childhood education that their counterparts are receiving a zip code
away. | am very aware of the generational poverty, institutional racism, and other socio-political
barriers my students and their families face. But none of that should impact the kind of education
I provide for them.

—Elizabeth, Reflection, September 2014

Teaching for social justice, to me, means doing what is best for a student, instead of doing what
is best for your official evaluation. It means reaching out to a family that has historically had
poor relationships with teachers and might be considered “bad for the community.” It means not
listening to somebody who tells you that there will always be three students in your class that
you have to allow to fall through the cracks because how else are you going to teach everything
you have to teach? Teaching for social justice means that teachers should not fear trusting their
own instincts or professional judgments because the standards don’t allow for that kind of
deviation. Teaching for social justice is what inspired me to teach in the first place, and yet it is
what I am currently afraid to do.

—Marissa, Reflection, October 2014



These three first year teachers have a lot in common. They attended the same social
justice-oriented teacher education program, and they all refer to themselves as “social justice
educators.” Like the majority of teachers in the United States, they are white, English-speaking
females from middle- or upper-class families and teach predominantly non-white students from
low-income communities (Banks, 2006; Irvine, 2003; Souto-Manning, 2013). Gomez (1994)
argues that this mismatch between the monolithic teaching workforce and their culturally and
linguistically diverse students—often referred to as “other people’s children” (Delpit, 2006)—is
highly problematic. To address this cultural gap, education scholars have called attention to the
critical need for teacher education programs to prepare new educators to teach for social justice
(Cochran-Smith, 2009; Nieto, 2000; Picower, 2007).

Yet, as these teachers’ wide-ranging definitions of social justice suggest, there is a large
variance in how novice teachers make sense of what it means to “teach for social justice.” This is
important, because teachers’ beliefs significantly impact their teaching (Feiman-Nemser, 2001;
Pajares, 1992). Therefore, how teachers come to understand and identify with the meaning of
social justice during their teacher preparation has profound implications for their students and
school communities. Although many teacher education programs claim to prepare teachers for
social justice, there has been little consensus across programs about what this concept means,
and how to help teacher candidates understand and enact social justice pedagogies in the
classroom (North, 2008; Zeichner, 2009).

These conflicting discourses reflect some of the current tensions among scholars in the
education field. However, paying too much attention to the critiques of social justice education is

problematic. Wise (2007) reminds us not to let the theoretical debate among scholars inhibit us



as a field from embracing the “the spirit of social justice.” Marissa, Lauren, and Elizabeth are
living examples of that spirit of social justice, which holds real value in new teachers’ lives.
Their words above reflect their deep commitment to addressing issues of inequity (e.g.,
“Teaching for social justice is what inspired me to teach in the first place,” “I consider social
justice to be fundamental to my teaching practice. It is why I teach and also how I teach,” etc.).
Their collective vision for social justice shows that, despite its ambiguity among scholars, the
ideals underlying the term “social justice” have shaped, and continue to shape, pre-service and
new teachers’ identities, perspectives, pedagogies and senses of purpose.

Picower (2007) strongly encourages teacher educators to create opportunities to support
graduates—Iike Marissa, Lauren, and Elizabeth—as they begin their teaching journey. “For those
of us concerned with teaching for social justice,” she states, “it is mandatory that we support
early educators who share these concerns as they struggle not to give into the pressure to
abandon their commitments to equity that brought them into the profession” (Picower, 2007, p.
20). Despite this need, few studies have actually followed pre-service teachers into their
classrooms to explore how they negotiate challenges and implement critical multicultural
pedagogies within the currently standardized system (Agarwal, Epstein, Oppenheim, Oyler, &
Sonu, 2010; Borrero, 2009; Puig & Recchia, 2012; Whipp, 2013). This calls attention to an
emerging area of inquiry in educational research. Gaining insight into the complex experiences
of new teachers as they attempt to teach for equity will open up new spaces for teacher educators
to reimagine learning opportunities that help prospective teachers live out their visions for social

justice in action.



In this chapter, I begin by situating my research study within the context of current
discourses on teacher education and social justice. I then discuss the complexities and ethical
underpinnings of my role as a researcher, and acknowledge the ways in which my multiple roles
in the participants’ lives informed my methodological choices. Next, I describe the organic
process by which my research study developed within a social justice-oriented teacher education
program, and locate myself as the researcher within this context. Finally, I discuss how my
exploration of these questions led me to an evolved understanding of the challenges new teachers
face—and informed a transformation of my research to not only include how teachers think
about social justice, but also how to empower them to act upon their ideals and overcome the

stress and burnout endemic in our current education system.

Purpose of the Inquiry
If I am not in the world simply to adapt to it, but rather transform it, and if it is not
possible to change the world without a certain dream or vision for it, I must make use of
every possibility there is not only to speak about my utopia, but also to engage in
practices consistent with it.

—Paulo Freire, Pedagogy of Indignation, 2005

My dissertation explores how eight first year teachers who graduated from a top
university’s social justice-oriented teacher education program negotiate and enact critical
multicultural perspectives in diverse early childhood and elementary classrooms. Within the
context of our co-constructed community of practice (Lave & Wenger, 1998), I encouraged these

teachers—whom I had previously taught and supervised for two years—to engage in personal



and collective reflection with the goal of understanding how they think about social justice and
translate these thoughts into action. This community of practice began in August 2014, and
connected new teachers across diverse educational contexts, supporting their efforts to
implement and sustain social justice pedagogies.

The purpose of this project transcends research. It is about relationships. It is about
creating opportunities for teachers to fully express their authentic perspectives alongside others
who want to listen and contribute. It is about acknowledging the experiences of new teachers
whose voices are increasingly silenced within current educational discourses that focus on
standardization and one-size-fits-all models of education (Zeichner & Liston, 2013). It is about
unveiling the complexities in every teacher’s narrative. It is about using education as a vehicle
for social change or, as bell hooks (1994) says, as “the practice of freedom” (p. 4). It is about
understanding the experiences and insights of teachers in their struggle to teach for social justice.
Ultimately, it is about a collective commitment to embodying social justice principles.

These teachers felt called to participate in this year-long journey because they longed for
a space not just to speak about their utopias, but to actively give and receive support as they
worked towards translating their intentions into action in classrooms across the world. Together,
we realized that unless we take a stand for social justice on both the individual and systemic
levels, the disparities between rich and poor, black and white, and abled and disabled will further
perpetuate (Nieto, 2000; Shakman et al., 2007). Teacher shortages, failing schools, and limited
resources will continue to hamper our nation’s ability to help children reach their fullest
potential. Test scores will continue to be prioritized over social-emotional learning, letter grades

over human relationships, and individualism over the collective community.



Okri (1997) suggests that, “If we change the stories we live by, quite possibly we change
our lives” (p. 22). By weaving together the stories new teachers tell throughout their first year
teaching, I intend to illuminate both the possibilities and challenges teachers face as they seek to
improve their teaching and their lives (Souto-Manning, 2013). Through sharing their
perspectives, I hope to open up new spaces in the field for teacher educators and teachers to
reimagine learning opportunities that better prepare prospective and new teachers to translate

their socially just ideals into authentic experiences with children in the classroom.

Research Questions
Originally, my goal as a researcher was to understand how teachers inform and enact
their ideas about social justice as they transition from teacher education into the classroom.
Specifically, I set out to explore the following questions:
e How do new teachers describe their own personal stories of becoming social justice
educators?
o How do these stories transform throughout their first year in the classroom?
o How do these stories inform their intentions for teaching, and in what ways are
these intentions limited by their own privilege?
e What are the real internal and external tensions that make teaching for social justice
challenging for new teachers?
o What are the ramifications of these challenges on teachers’ abilities to implement

social justice pedagogies in their classrooms and lives?



e How do teachers’ individual stories tell a larger collective narrative about transformation
of self, teaching, and society?

However, throughout conducting this research, I began to see a trend that inspired a
transformation of my inquiry. The emerging answers to my initial questions led me to explore
teacher well-being—or lack thereof—and how it impacts their teaching. Specifically, I started to
explore the following questions:

e How does physical, mental, and emotional well-being impact teachers’ abilities to
translate their visions for social justice into action?

e What support structures can be put into place to enhance teacher well-being and empower
them to overcome challenges?

e What possibilities for change can addressing issues of teacher wellness potentially have

on teaching and learning?

Situating this Study within Current Educational Discourses

Understanding the lived experiences of new teachers as they attempt to translate their
ideals into practice will help teacher education programs better prepare socially just educators to
address inequities within and beyond classroom walls. Although scholars recommend that a
vision for social justice needs to be central to teachers’ development (e.g., Darling-Hammond,
French, & Garcia-Lopez, 2003; Duncan-Andrade, 2007; Grant, 2012), limited research has
captured how new teachers take up these ideas in practice (Agarwal et al., 2010; Puig & Recchia,
2012). Specifically, there is a lack of longitudinal research focusing on how pre-service teachers

interpret and translate their visions for social justice into instruction as they transition out of



teacher education programs and into the world (Zeichner, 2009). This points to the critical need
for qualitative researchers to engage with new teachers’ narratives “as [sources] of important
knowledge and understanding” (Clandinin, 2013, p. 17). My study initially set out to accomplish
these goals.

However, as we began our storytelling journey together, I also became increasingly
drawn to explore the relationship between teacher well-being and teaching for social justice.
While a growing body of educational research has revealed the wide range of stresses and
struggles new teachers experience during their first few years in the classroom (e.g., Gold, 1996;
Kauffman, Johnson, Kardos, Liu, & Peske, 2002), there is a lack of research focusing
specifically on how teachers’ states of well-being impact their ability to overcome internal and
external barriers to effective teaching (Alliance For Excellent Education, 2014; Directors of
Health Promotion and Education, 2015). This dissertation study addresses this gap in the
literature by examining the effects of teacher well-being (or lack thereof) on teaching and

learning across diverse contexts.

Multiple Roles of the Researcher
Teaching as the Practice of Freedom
To educate as the practice of freedom is a way of teaching that anyone can learn. That
learning process comes easiest to those of us who teach who also believe that there is an
aspect of our vocation that is sacred; who believe that our work is not merely to share

information but to share in the intellectual and spiritual growth of our students. To teach



10

in a manner that respects and cares for the souls of our students is essential if we are to
provide the necessary conditions where learning can most deeply and intimately begin.

—bell hooks, Teaching to Transgress, 1994

Like hooks (1994), my identity as a researcher is deeply intertwined with my identity as a
teacher. Over the last decade, I have committed myself to teaching and learning as a practice of
freedom as both a pre-k teacher and a teacher educator. As a white, middle class female who
taught predominantly Spanish-speaking preschoolers at an under-resourced dual immersion
school in San Francisco, I strived to overcome my limitations and take responsibility for my
privilege by creating an environment that reflected the experiences, perspectives, and cultures of
my students and their families. My passion for creating classroom communities in which all
students could thrive strengthened over the last three years as a result of my experiences in the
university facilitating spaces for predominantly white, female pre-service teachers to engage in
critical dialogue surrounding current issues in education.

In my dual roles as researcher and educator, I integrated pedagogies that challenged the
traditional “banking approach to education” (Freire, 1970) by cultivating a democratic classroom
community in which all “men and women deal critically and creatively with reality and discover
how to participate in the transformation of their world” (Freire, 1970, p. 34). I consider it my
ethical responsibility as a social justice educator to actively partake in the intellectual and
spiritual growth alongside my students (hooks, 1994). Thus, in my classroom, I attempted to
ensure that every member of the community—including myself, despite an “official” title of

instructor or pre-service teacher—had ongoing opportunities to teach and to learn.



11

For pre-service teachers in the early childhood and elementary education courses I taught,
conversations about issues of social justice extended far beyond the classroom walls. For
example, upon conclusion of my first course, a number of pre-service teachers met with me
one-on-one to share their thoughts, ideas, and questions regarding their experiences teaching in
diverse classroom settings. Additionally, a group of pre-service teachers and I met weekly to
engage in critical dialogue about the sociocultural issues we were encountering in our daily
lives—an informal gathering that eventually became a community of practice we called “Educate
for Equity.” In this safe space, these students and I grappled with how to ethically address the
everyday injustices we witnessed in their practicum and student teaching classrooms and in the
broader community. Following Palmer’s (1980) recommendation, we chose “not to release the
tension, but to live the contradictions, fully and painfully—aware of the poles between which our
lives are stretched” (p. 20). Our intimate conversations sparked an interest in raising
consciousness around issues of inequities impacting local early childhood and elementary
schools. These discussions led to the design and implementation of social justice workshops for
young students in nearby classrooms.

These examples illustrate the ways in which pre-service teachers from my courses
translated the social justice theories they learned in teacher education into real world practices.
Like Cochran-Smith et al. (2009), I believe that “Teaching for social justice is not just about
ideas and beliefs... Rather, it is the enactment of ideas and beliefs in real practice, with real
pupils” (p. 363) that matters. Unfortunately, this act of translating principles into practice often

gets overlooked in educational research (Hollins & Guzman, 2005). By inquiring into this
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neglected territory, I hope to develop new insights that have the potential to improve
opportunities and outcomes for students, as well as their teachers.
My Intimate Approach to Research

My interests in “attending to the lives” (Clandinin, 2013, p. 141) of my former students
as they transitioned from teacher education into teaching, cannot be separated from the
meaningful experiences I had shared with them as their teacher, supervisor, mentor, and friend.
From my perspective, the subjective and interpersonal nature of qualitative research—especially,
of narrative inquiry—is what makes this style of research so valuable. Unfortunately, what I (and
most narrative inquirers) consider to be this approach’s greatest strength—its emphasis on
“relationships and [the researcher’s] coming alongside of participants” (Clandinin, 2013, p.
179)—is often considered its greatest weakness within dominant research paradigms that value
objectivity and quantifiable data as sources of “truth.”

Seeking to find my voice as an educational researcher who deeply values “the relational”
(Clandinin, 2013, p. 17) aspect of inquiry within a system that prioritizes measureable data—Iike
standardized tests, teacher evaluations, and scripted curricula—is not easy. But, it is critically
important. By traveling into teachers’ worlds (Lugones, 1987), I hope to push back against
prevailing educational discourses by revealing the perspectives of those who know students best,
yet tend to be silenced the most. Zeichner and Liston (2013) remind the educational research
community that, “It is time...to recognize, and to take into account, the issues and the knowledge
of teachers” (p. 6). I agree that we, as scholars and educators, have no more time to waste; we
must take into consideration the voices of those who—for better or worse—impact the everyday

lives of children across the country and world.
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In researching and writing this dissertation, I have experienced a transformation of not
only how I view teaching, but also how I understand my relationship to the process of research
itself. It has become clear to me that my primary role is not that of the objective researcher, but
rather that of someone who conducts and uses research in order to inform and take action that
creates tangible change. Throughout this paper, I include the stories of my own growth and
evolution that transpired throughout this research study in order to provide a more nuanced and
intimate perspective of our collective experiences. Through taking this vulnerable approach, I

hope to make accessible the valuable insights this narrative has the potential to offer the world.

Reflexivity: My Personal Story of Transformation

Finding Wholeness as a Teacher

As a first-year pre-k teacher in a Spanish dual immersion school in San Francisco, I cared
so much about providing a meaningful, equitable education for my young Superstars, and their
families. Yet, as the to-do-lists compiled, the traumatic moments became more prevalent, and the
hours in the day seemed to diminish, I found myself constantly on-edge, anxious, and reverting
back to my unhealthy habits of overeating, under-sleeping, constantly working, and at the worst
of times, hysterically crying. My roommate, who was also a first-year pre-k teacher experiencing
similar struggles, started coming home looking lighter, calmer, and less distressed, and I couldn’t
help but inquire. “You have to go to yoga,” she said, “It’s a game changer. And it especially will
be for you, because you are such a go-go-go person, and this will help you learn to stop.” 1
remember thinking, “You have got to be crazy! [ don’t do yoga!” She laughed, as if she knew

that I would eventually come around. And, of course, she was right. After seeing her come home
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in a state-of-what seemed like pure bliss after school each day, I could no longer resist the
temptation to at least #ry.

After one session of deep breathing and movement, I was hooked. I felt as though the
loads of weight that I had been baring on my shoulders over the first few months of school were
liberated from my body, and replaced with a newfound feeling of space and ease. I slept better
that night, and showed up more present and happy for my young students the next day. One of
my Superstars even said to me, “Miss Ilana, you are so happy today. That makes me happy, too!”
I was stunned. I could not believe how the simple act of taking care of myself for just a small
portion of my evening changed how I experienced teaching, and how my students experienced
learning. The immediate benefits left me with no need for convincing—I started going to yoga
classes every day at 6:00 am before school, and showed up more ready to be the supportive,
present, and loving teacher my students needed me to be.

Within months, my first year of teaching shifted from what felt like an experience of
stress, overwhelm, and “fixing,” to one of wholeness, growth, and building community. Without
even realizing at the time, I started integrating some of the simple breathing and mindful
movement techniques I had picked up in my yoga and meditation classes into my classroom.
Eventually, I gained the confidence to make up and use some of my own developmentally
appropriate wellness practices with my group of emerging bilingual four-year-olds;
transformations in teaching and learning happened almost immediately. Starting circle times with
five deep belly breaths or alphabet animal stretches made learning time more focused. Silent
mindful movement techniques made transitions between activities nearly seamless, and the

calming poses we practiced outside on our yoga mats each week made our community stronger.
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Families and school staff soon caught on, and asked me to teach them these techniques, too.
Soon this became a community-wide wellness effort, inspiring me to continue deepening my
understanding of healing practices such as yoga, mindfulness, and other forms of self-care.
A Passionate Teacher Becomes Infuriated

I loved working with my students, and thus, never envisioned myself becoming an
educational researcher before graduate school; that is, until I became so fed up with the ways in
which research was being conducted in my own classroom that I knew something needed to
change. As a teacher, I came to think of “researchers” as outsiders, who had power, but actually
only did damage, because they did not know, understand, or experience the lives and
perspectives of those whom they were studying. These “outside experts” would come into my
pre-k classroom once a year, or, if they had to, a few times—depending on whether or not they
deemed my four-year-old students “well-behaved and focused enough” to take their standardized
“evidence-based” assessments. In my opinion, these assessments were not only developmentally
inappropriate, but also should have been conducted by me, the person who knew my young
students best.

What pushed me over the edge was when my pre-k class was selected to be one of the six
early childhood pilot programs in San Francisco to administer the new Peer Assisted Learning
Strategies (PALS) test, so that the Early Education Department would have enough data to
support the implementation of this assessment for all pre-k through first grade classrooms in the
district the following year. As a teacher, I remember thinking that this would be a really great
opportunity for me to learn more about my students’ language and literacy development, and to

use this data to help differentiate lessons and improve my practice.
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Yet, when the graduate student researchers entered my classroom for the first time, I was
shocked to find out that they would be administering the test to all my four-year-old
students—including my students who had recently moved to the country and spoke solely
Spanish—exclusively in English. I was also dismayed by the fact that this test would be
conducted by a stranger, who had no relationship with my students, and because of this, did not
know who they were, what language they spoke, or what skills they already had developed.
Measurements of my students’ academic performance were dependent solely on the
less-than-ten-minute opportunity they were given to answer a set of narrow, skills-based
questions. What ultimately measured their academic “ability”—the score on this
assessment—did not take into consideration how the biased context of this assessment influenced
each child’s ability to perform at their full potential.

In and of itself, this limited approach to assessment infuriated me. But what truly pushed
me to speak up was when my students were silenced, and when that silence was misrepresented
as incompetence. As anyone who has worked with vulnerable young children would expect,
many of my students were either too afraid to leave their safe classroom haven, or too nervous to
say their letter sounds or point to the picture as the test required. This was especially apparent
among my students who were experiencing trauma or neglect at home and had difficulty trusting
new adults—Ilike Marianna, who was administered the PALS test the day after she had been
taken away from her mother by the police due to family violence. The “one-size-fits-all”
approach to assessment neglected to account for the fact that Marianna’s “inability to master
phonemic awareness skills” might, just possibly, have been impacted by the trauma of having

witnessed her mother being held at gunpoint a few hours prior. In addition, the testing



17

disregarded the fact that the majority of my students could not even understand the directions, let
alone the content of the test, due to language barriers.

Despite these obvious factors impacting students’ performance and ability to
authentically demonstrate content knowledge, the majority of my linguistically and culturally
diverse students, although no less intelligent than their white middle- or upper-class peers, were
labeled “low-performing” or “at-risk,” perpetuating the growing racial and socioeconomic
disparities rampant in our system. [ remember when one of my Spanish-speaking students, Javier
(who, according to his mom, had never trusted any other adult before preschool), simply refused
to go into the back room alone with the researcher. Feeling pressured to protect him against the
possibility of being labeled in a way that would set him up to fail in school, I did everything I
could to encourage him to take the test—even though it was completely out of integrity with
what I knew was best for him, both emotionally and academically. When that did not work, I
asked the researcher if / could administer the test for Javier, as I knew I was the only adult he had
even come close to trusting. “No,” she said, “Teachers are not allowed to administer or even see
the results of the assessment, because that is not objective.” My heart dropped; I could feel anger
pulsing through every cell in my body. “Objective!? He is four-years-old, and I am confident he
knows everything on the test...he is just too afraid to take it with you! And what in the world is
the point of this assessment if [the one whose role is to support his growth—cannot use the
data to improve my instruction?”

In this disempowering moment, I knew that I would never settle for a standardized
education system that sets capable students, like Marianna and Javier, up for failure. I made a

commitment to myself never to be silent again in the face of injustice; and when necessary, to
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use my privilege as a white, middle class female to work towards building an education system
that honors the stories, histories, and cultural backgrounds of all students and the teachers who
commit their lives to supporting them. I knew that I could no longer stand quiet when
students—especially students living in poverty—are deemed “low performing” before they even
have the chance to learn their ABC’s or develop a love of learning.

In that moment, I saw that justice required action, that action required community, and
that, if [ was truly going to fulfill my intention to be the change I wished to see in the world, I
must start from the ground up; from my own self out. The last thing I wanted to do in that
moment was to leave my kids, my classroom, and my community—but I saw clearly that our
current education system was set up in a way that silenced, as opposed to respected, teachers’
and students’ voices. After seeing so much injustice through my own experiences, I knew I
would not be able to live with myself if I did not attempt to break free of this system and do my
part. Ironically, the only way I could imagine myself improving classrooms at the institutional
level was to leave my own, an unsettling choice I finally made after much consideration.
From Impassioned Teacher to Purposeful Researcher

In my first two years of graduate school I struggled, constantly questioning whether or
not I had a place in academia. I could successfully “talk the talk,” but I struggled to accept
myself for having left the classroom to pursue a degree inside the same academic system that
only seemed to perpetuate the problems I had experienced in my teaching. I was continually
appalled by the ways in which teachers were (mis)represented, (dis)respected, and
(de)-professionalized within larger educational discourses in academia. Some doctoral students

and even professors would describe their grand theories for solving issues in education, and talk
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about teachers as if they were just numbers with little agency, or even worse, would demonize
them. These academics, many of whom had little to no practical experience as classroom
teachers from which to ground their ivory-tower solutions, perpetuated my growing frustration
with the field of educational research.

I was unwilling to sit back and watch another generation of teachers be blamed for
student “failure,” be silenced in policy decisions, and be undervalued in educational discourses
the way myself and millions of other teachers throughout the United States have been and
continue to be every day. I became galvanized to approach my own research in a new way: to
engage my students and create a community that enabled teachers—myself included—to bring
our insights, knowledge, and expertise to the forefront of academic educational discourses.

I am well aware that, by taking this community-based approach and engaging in deep
personal relationships with my participants in this study, my own biases and perspectives become
variables that impact my research. Yet, I choose to embrace this intimate approach to research
wholeheartedly. For, in my opinion, the true value of qualitative narrative inquiry is its ability to
dig deep within the humanity of its subjects (including the researcher), and uncover personal and
collective truths that tend to go unnoticed in objectively-driven approaches. In this study, I
attempted to foster a safe and courageous space for educators to share our stories and be heard
without fear of being marginalized. I am well aware that this path to research challenges the
status quo and is likely to be met with resistance. However, I know without a doubt it is the path

I want to travel.
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Sustaining Courage through Self Love

As I became increasingly committed to creating change in my work as a teacher educator
and researcher, I knew I would need to cultivate and sustain inner peace in stressful times. |
actively studied mind-body wellness practices such as yoga, mindfulness, and took various
leadership trainings to embody the work I had found to be so valuable as a teacher.

Towards the end of fall semester in 2013—during the winter before I followed these eight
pre-service teachers into their first year in the classroom—I felt an inner calling to deepen my
personal practice in yoga. [ was in a particularly vulnerable state: I was still grappling with my
identity as a scholar and researcher, felt stuck in my personal life, and was experiencing
heartbreak for the first time. Yet through it all, I kept coming back to my yoga mat. After yoga
class one day, a moment of clarity overcame me. Within seconds, I knew exactly what I needed
to do to help me breakthrough my current state of stagnation: sign up for yoga teacher training.

Unlike many people who become yoga instructors, my intention for attending yoga
teacher training had nothing to do with teaching yoga in a studio. It was about healing myself,
deepening my personal practice, and gaining tools to share with those I care about most, and who
I believe have the greatest potential to change the world: our teachers and students. So, without
asking permission from anyone (a rarity for me as the person who often seeks validation and
opinions from others), I signed up for a 16-day yoga teacher immersion training, which started
just two weeks later.

The journey was incredibly transformational for me. In just two and a half weeks, my
heart softened, my purpose renewed, and my teaching identity strengthened. Through this

physically, emotionally, mentally, and spiritually expansive experience, I was able to let go of
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many of the fears that had been paralyzing me since having moved to Madison to pursue my
doctoral degree. The process of surrendering my past negative stories about myself instilled in
me a renewed sense of purpose to provide these healing spaces for teachers.

The Turning of My Soul

Rodgers (2006) describes the process of learning to teach for social justice as “the turning
of one’s soul” (p. 1266). As I reflect back on the moments in my own education where my soul
was turned—moments that opened my eyes to the societal injustices that continue to set some
students up for success and leave others behind to fail—I am reminded that growing takes
courage; | am reminded that long-lasting change does not come easily, and requires deep
commitment.

For change to be lasting, for souls to be turned, teacher-students must have direct

experience with compelling contemporary issues, engage in internal and communal

reflection, articulate their own needs and plans, and be guided by teacher educators and
mentors who are doing the same, all of which will give them insight into themselves, the
society in which they live, and institutions in which they work, and ground them in the

authority of their own experience and reflection. (Rodgers, 2006; p. 1290)

Only now that I truly understand how necessary it is to turn teachers’ souls, and in turn
empower them to turn the souls of their students, do I know for certain I made the right choice
when I left my classroom that day. Only now that I see how deeply our education system needs
to respect and support its teachers, and how committed I am to them, have I become clear on my
purpose as a social justice educator and researcher. For, as Palmer (2010) reminds us, change

cannot be created from within the ivory tower alone, nor can it come only from the bottom-up; it
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must come from a united effort. In that spirit, I embrace and acknowledge my dual role as both
researcher and educator in this study. It is my aim that, in doing so, I can reveal often overlooked

insights from teachers that will create more justice for teachers and students everywhere.

Dissertation Overview

This dissertation begins by laying out the foundation of this study with a review of the
relevant scholarly literature and an explanation of the methodology employed. It then moves into
four analysis chapters, which together explore the ways in which participants’ identities as new
social justice educators evolved throughout their transitions from teacher education into the
classroom. It tells the story of how these eight teachers’ individual and collective narratives
revealed critical new insights into the relationship between teacher well-being and teaching—and
how our community of practice drew upon this newfound understanding to transform ourselves,
our teaching, and our communities (Souto-Manning, 2013). It culminates by illuminating how
the inquiry that began within the confines of this dissertation study evolved into a larger
movement (called Breathe For Change) committed to improving the health and well-being of
teachers, students, and entire school communities throughout the nation and world.

Chapter Two situates my study within current educational discourses by reviewing the
literature that led to the development of my research questions. Specifically, the following
chapter begins by reviewing the research on social justice practices within the fields of teacher
education and teaching. It then goes on to explore the ways in which well-being is currently
being addressed (or not) in educational discourses, uncovering a critical gap in research about the

impact of teacher well-being on teaching. Finally, this section explores the notion of well-being,
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and investigates the ways in which wellness practices have been shown to impact the social,
emotional, physical and mental well-being of individuals both in and outside of the school
context.

Chapter Three explains and justifies my methodological approach—a participatory action
research study informed by teacher research and narrative inquiry—and the methods I used to
conduct this study. It provides context for how this dissertation came to be, and places myself
and my story in the center of this narrative.

Chapter Four tells our personal histories, exposes the individual and collective visions we
had cultivated during teacher education, and describes the challenges that arose during these
eight teachers’ transition into the classroom. It illuminates the tensions that arose between
teachers’ “good intentions” and their actual experiences of teaching in diverse educational
landscapes around the world.

Chapter Five explores how the tensions these teachers faced correlated with significant
decreases in their physical, mental, and emotional well-being, and how their stress and
diminishing morale impacted their ability to fulfill their intentions for teaching. Through this
exploration, the deeply connected nature of teacher well-being and student social-emotional and
academic learning became apparent—helping our community of practice to find hope in what
often felt like hopeless times.

Chapter Six shares the story of how our community of practice sought and tapped into
sources of healing in order to transform ourselves and our teaching despite challenging external
circumstances. It describes the process of our collective realization that, in order to become the

teachers we intended to become, we needed to take care of our own well-being—and reveals the
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story of transformation that took place as we began to integrate mind-body and self-care
practices into our classrooms and lives.

Finally, Chapter Seven grounds these eight teachers’ narratives within the larger context
of the current education system, exposing how their collective journey is a microcosm of the
struggles and transformations teachers are experiencing in classrooms across the country. It
explains how this dissertation project evolved into a theory of action for how to improve the
health and well-being of teachers, students, and school communities—and how this theory of
action has inspired the birth of a worldwide movement called Breathe For Change. To conclude,
it reveals how Breathe For Change has expanded my research beyond the scope of this
dissertation, and is helping to create a more human, effective, and socially just education system

for all educators, students, and families.
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Literature Review
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This chapter builds a foundation for understanding how new teachers’ ideas of social
justice evolve during transition, and what challenges they face in their attempts to transform
these ideals into action in their teaching. In recognizing that these challenges impact teacher
well-being, I go on to explore existing literature on teacher well-being (or lack thereof), and
examine existing and potential approaches to address the issue of teacher stress and burnout
increasingly prevalent in our education system.

To provide context, I first investigate how educational scholars have defined the term
“social justice” within the field. Next, I specifically explore how notions of social justice
teaching have been taken up in teacher education discourses, and consider the implications this
has for social justice-oriented teacher education programs. I then consider the ways in which
teacher education programs attempt to promote multicultural awareness and social justice
pedagogies, and investigate how these practices impact pre-service teacher learning. Specifically,
I highlight how pre-service teachers’ dispositions, beliefs, and attitudes about teaching diverse
learners transform as a result of their experiences in teacher education.

To understand how teachers take up these beliefs in practice, I first review the scholarly
literature related to the experiences of new teachers—what I refer to as “teachers in
transition”—in general. I then narrow in on my specific area of interest by exploring the limited
research that documents how new teachers negotiate their social justice ideals within socially
unjust contexts, and how it impacts their mental, physical, and emotional well-being (e.g., stress
levels, burnout). Next, I overview the approaches currently being implemented in education to
support teachers in cultivating well-being and mitigating stress. Finally, I provide a brief

exploration of emerging programs incorporating wellness practices like mindfulness, yoga, and
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other self-care techniques that have been shown to have positive outcomes on teaching and
learning. Together, these literature reviews highlight a critical gap in educational research, and
lead me to propose a new solution that uses powerful mind-body practices to transform
educators’ own well-being first in order to transform education. Through exploring the effects of
enhanced teacher well-being on teaching and learning, I aim to create a paradigm shift among
educators and scholars that will enable them to more effectively prepare, develop, and support

socially just educators.

Defining Social Justice

Grant (2012) proposes a robust social justice vision for education, declaring that “social
justice is about the cultivation of a flourishing life and not only the narrow preparation for
employment” (p. 910). This compelling vision pushes back against the language of “college and
career readiness” currently dominating national educational discourses (Conley, 2010). In his
acceptance speech in 2008, President Barack Obama declared: “I will not settle for an America
where some kids don’t have a chance [to attain a high quality education]” (Obama, Inaugural
Speech, 2009). However, if we, as a nation, are truly committed to fulfilling Obama’s plan, then
perhaps our nation’s leaders should take more seriously Grant’s (2012) vision for social
justice—a vision that honors the “whole” in every child, as opposed to the holes they fill with
their #2 pencils on standardized tests. To accomplish such a vision requires that pre-service
teachers become critically aware of the educational, political, social, and socioeconomic issues

perpetuating disparities within and beyond their own classroom walls.
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Broadly speaking, teaching for social justice strives to ensure that all students, despite their
differences, have access to learning opportunities that allow them to become active participants
in a democratic society (Villegas, 2007). In the majority of educational literature, social justice is
framed within a distributive paradigm (North, 2006; Cochran-Smith et al., 2009). This paradigm
recognizes the unequal distributions of educational outcomes, opportunities, and resources that
perpetuate disparities between minority, low-income students and their white, middle class peers
(Shakman et al., 2007). From a social justice lens, the purpose of education is to create social
change at the individual, classroom, and societal levels (Souto-Manning, 2013). Social justice
educators foster this change within the context of the classroom by facilitating spaces that allow
all students to develop their full potential as learners and agents of change (e.g., Gay & Kirkland,
2003; Price & Valli, 2005; Villegas & Lucas, 2002). Educators also recognize and challenge
inequities impacting students’ potential outcomes at the institutional level (e.g., Adams, 2000;
Ayers, Hunt, & Quinn, 1998; Cochran-Smith, 1999, 2004; Darling-Hammond, French, &
Garcia-Lopez, 2003; Villegas & Lucas, 2002; Zeichner, 2003). In order to unveil the
complexities of social justice in educational scholarship, we must recognize the underlying
issues that shape how teachers make sense of social justice, and explore how they grapple with
the stresses and obstacles that arise as they attempt to put their ideals of social justice into
practice.

Many scholars hold definitions of social justice as deeply connected to the notion of
oppression, recognizing the role of power and privilege in social identity construction (Harro,
2000; Kumashiro, 2000; Pincus, 2000). According to Freire (1970), schools either serve as sites

of liberation or sites of oppression, which exposes the inherently political nature of social justice
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in education. Social justice, from Adam’s (2000) perspective, concerns issues of “domination
and subordination” (p. 2)—such as racism, ethnocentrism, classism, sexism, ageism, and
xenophobia—that perpetuate societal inequities. These sociocultural issues cause unavoidable
frictions between individuals and groups of people, leading Gerwitz (2006) to suggest that it is
unreasonable to believe that educators can pursue practices that are “purely just” (p. 70).
However, this does not mean that achieving social justice within particular contexts is
impossible.

Drawing attention to the multidimensional nature of social justice, Gerwitz (2006) proposes
that, “what counts as justice” (p. 70) in education can only be determined within “specific
contexts of interpretation and enactment” (p. 69). This implies that conversations about social
justice must be grounded in practical, concrete examples, as opposed to abstract
conceptualizations (Gerwitz, 2006). Situating conversations about social justice within
sociocultural contexts pushes back against the major critique that social justice is undertheorized
and vague (McDonald & Zeichner, 2008; North, 2006; Zeichner, 2006). Therefore,
understanding social justice as multidimensional provides a framework for educators to envision
new possibilities for their students within specific classroom, school, and community contexts.

Teachers that promote social justice use education as a vehicle for social change. Ayers et
al., (1998) bring the concept of social justice to life by grounding it in actual practice. They
describe how social justice looks and feels in the classroom:

Teaching for social justice is teaching that arouses students, engages them in a quest to

identify obstacles to their full humanity, to their freedom, and then to drive, to move
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against those obstacles. And so the fundamental message of the teacher for social justice

is: You can change the world. (Ayers et al., 1998, p. xvii)

In order for teachers to be able to foster these transformational learning spaces, they must
first embody the principles of social justice in their everyday lives. Teacher education plays a
critical role in preparing pre-service teachers to do just that. In the next section, I address how
social justice has been taken up in teacher education, and consider how these discourses shape

pre-service teachers’ beliefs and pedagogical practices.

Discourses of Social Justice in Teacher Education

Over the last decade, a growing number of teacher education programs have explicitly
recognized the importance of preparing teachers as activists and agents of social change
(Cochran-Smith, 2004). Like many educational scholars, Nieto (2000) draws attention to the
critical need for teacher education programs to instill a spirit of social justice in the hearts and
minds of prospective teachers. The field of education, she claims, must “take a stand on social
justice and diversity, make social justice ubiquitous in teacher education, and promote teaching
as a lifelong journey of transformation” (Nieto, 2000, p. 182-3).

This social justice-focused approach to teacher education “involves shifting out of neutral,
both in terms of a teacher's orientation to social inequities and of pedagogy” (Kelly & Brandes,
2001, p. 437). Despite political undertones, many programs have included the language of social
justice in their mission statements, admission materials, and course titles (North, 2008).
Additionally, teacher educators have sought to integrate social justice pedagogies throughout

their curriculum (Cochran-Smith, 2009), as well as recruit and retain prospective teachers who
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are committed to educational equity (Haberman, 1987; Quartz, 2003; Zeichner, 2003). This
progressive movement in teacher education emerged in response to the perpetuating disparities
that have undermined the success of children in schools, most notably those from impoverished,
marginalized communities.

As teacher education programs continue to take up this social justice agenda, questions
have been raised as to whether or not its original intentions are being fulfilled (Cochran-Smith et
al., 2009). Within teacher education discourses, the undertheorized and elusive nature of the term
“social justice” has triggered some advocates to critically reevaluate its impact (e.g., North,
2006; Zeichner, 2006). In some instances, the label “social justice” has been applied in
problematic ways that limit, or in worse cases, erase possibilities for enacting social change
(North, 2008); as a result, critics have argued that social justice is an “ambiguous and
ideologically loaded term fraught with potential for abuse” (Villegas, 2007, p. 370). Grant and
Agosto (2008) caution that the lack of consensus around a definition for social justice has the
potential to result in the concept existing in name only.

To address these inconsistencies, top scholars recently released a compelling set of themed
editorials in the Journal of Teacher Education in hopes of moving towards a shared vision of
social justice (Spalding, 2010). Pushing back against the demand for a precise definition, they
deemed “social justice” an umbrella term that includes any pedagogical approach or theory
seeking to cultivate teachers who acknowledge, name, and confront inequity (Spalding, Klecka,
Lin, Odell, & Wang, 2010). Examples of pedagogical practices that fall under this umbrella
include culturally responsive teaching (Gay, 2002); culturally relevant pedagogy

(Ladson-Billings, 1995); teaching against the grain (Cochran-Smith, 1991); multicultural
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education (Banks, 1993); anti-oppressive education (Kumashiro, 2000); and culturally sustaining
pedagogy (Paris, 2012). Cochran-Smith and Power (2010) proposed a framework of social
justice that encapsulates these pedagogical practices, which, although distinct in approach, have
common goals. The three tenets of their theory—equity of educational opportunities, respect for
diverse groups, and teaching through struggle (Cochran-Smith & Power, 2010)—take into
consideration social justice’s multidimensional and situated nature (Gerwitz, 2006). This broad
conceptualization of social justice acknowledges the wide range of practices that have the
potential to help pre-service teachers learn to teach for social justice.

For the purposes of my project, I choose not to focus on an exact definition of the term
“social justice” because I believe it is the ideals underlying the term, as opposed to any “official”
definition, that have real impact on teachers’ lives. Understanding social justice as a fluid
concept—one that can shift and change based on interpretation and situation—will allow me to
explore how new teachers integrate the perspectives they developed during teacher education in
their struggle to teach for social justice with young children. Agarwal et al. (2010) recommend
that teacher education programs “help teachers to see teaching for social justice as a journey, not
a finished product” (p. 245). In order to discover how pre-service teachers’ experiences in
teacher education guide the next phase of their journey into the classroom, I will turn now to a
discussion of the types of experiences teacher education programs offer in their quest to develop

the next generation of socially just teachers.
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Teacher Education Programs

Over the next decade, a projected 2 million educators in the United States will retire and
be replaced by mostly beginning teachers (Henning, 2013). The ways in which teacher education
programs prepare this next generation of teachers to combat injustices within an unjust
educational system has significant implications for how the next generation of students develops.
Currently, teacher education programs offer pre-service teachers a wide range of experiences that
seek to prepare predominantly white cohorts to effectively educate the growing population of
linguistically and culturally diverse students (Sleeter, 2001). In this section, I outline particular
components of teacher education programs that aim to raise pre-service teachers’ multicultural
awareness and improve their pedagogical practices.
Courses

One of the main ways teacher education programs infuse social justice into their
curriculum is through courses. Although promoting multicultural understanding is a popular
theme across programs, how these ideas are actually implemented in practice varies considerably
(Grant, 1994). Some teacher education models consider issues of multiculturalism and diversity
peripheral to the core curriculum, and solely address issues of equity in isolated, individual
courses (e.g., social justice teaching, multicultural education, culturally relevant teaching, etc.)
(Goodwin, 1997; Ladson-Billings, 1995; Wideen, Mayer-Smith, & Moon, 1998). Other programs
embrace a more holistic approach by seeking to integrate multicultural perspectives across all
courses (Cochran-Smith, 2004; Gay, 1997; McAllister & Irvine, 2000). This method holds
teacher educators accountable for incorporating social justice principles in all aspects of their

curriculum (e.g., methods, content, assessments, etc.)
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Unfortunately, studies have found that, in both cases, teacher educators do not always
fulfill (or know how to fulfill) their social justice goals, pointing to the critical need for teacher
educators to receive training in social justice pedagogies (Chubbuck, 2010; Gollnick, 1992;
Nieto, 2000; Sleeter, 2001). Multicultural scholars advocate for a social justice-oriented teacher
education model that encompasses specific multicultural courses and addresses issues of social
justice throughout the entire curriculum (Banks, 1997; McDonald, 2005). This combined
approach places value on both the depth and breadth of social justice in teacher education.
Pedagogical Strategies for Teacher Preparation

Teacher educators use a wide-range of pedagogical strategies to develop pre-service
teachers’ multicultural competencies, which may partially explain the variability in pre-service
teacher outcomes across studies (e.g., Davis & Cabello, 1989; Gay & Kirkland, 2003;
Ladson-Billings, 2000; Villegas & Lucas, 2002). Pedagogies with a social justice orientation
typically involve a combination of critical reflection, dialogue, inquiry, and equity pedagogy
(e.g., Banks & Banks, 1995; Freire, 1970; Jennings & Smith, 2002; Lynn & Smith-Maddox,
2007). According to Ullicci and Battery (2011), teacher educators should collectively work
towards developing what they describe as “color consciousness” (p. 1195); in order to
accomplish this, they must help pre-service teachers recognize themselves as situated within and
influenced by larger institutional structures.

Some teacher educators draw on specific pedagogical approaches to help pre-service
teachers become aware of their own biases (e.g., color blindness and privilege), as well as how
these unacknowledged assumptions can impact their future teaching, specifically of diverse

learners (Smith, 2005; Zeichner, 2005). Methods used to cultivate self and societal awareness
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include writing biographical and autobiographical narratives, conducting interviews, critiquing
videos, partaking in field work, defining culture and race, and/or participating in reading clubs
and book groups (e.g., Banks, 2001; Cochran-Smith, 1995; Sleeter, 2001). Other examples of
techniques used to prepare educators to teach for equity include participatory action research
projects, cultural autobiographies, class simulations and debates, use of technology, and social
critical dialogue (e.g., Davis, 1996; Frykholm, 1997; Lee, 2011; Schrum, Burbank, & Capps,
2007; Chavez-Reyes, 2012).

These interventions create possibilities for pre-service teachers to transform pre-existing
assumptions into greater understandings of themselves, their students, and society
(Souto-Manning, 2013). However, teacher educators cannot expect transformative results simply
by “doing” the method. According to Lee (2011), teacher educators need to understand how
pre-service teachers think about teaching diverse learners in order to know how to facilitate
opportunities for growth. Learning opportunities that encourage problem posing and critical
discourse have been found to be particularly effective at transforming pre-service teachers
thoughts and actions (Freire, 1970; Nieto, 2000; Sleeter, Torres, & Laughlin, 2004). Yet, to do
this requires that teacher educators also commit to a lifelong journey of personal reflection and
growth alongside their students. As Zeichner and Liston (2013) remind us, “facilitating human
growth requires that we fuse mind and heart” (p. 48).

Field Experiences

Beyond the classroom, social justice-oriented teacher education programs offer a variety

of field experiences that expose prospective teachers to culturally, racially, and linguistically

diverse communities (Zeichner, 2010). Many programs provide community-based service
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learning experiences to help pre-service teachers gain more authentic understandings of the
challenges facing particular marginalized populations (e.g., Baldwin, Buchanan, & Rudisill,
2007; Bollin, 1997; Burant & Kirby, 2002). Community-based field experiences encompass wide
ranges of learning opportunities; for instance, some programs require pre-service teachers to
attend community events (Farnsworth, 2010), while others recommend that they participate in
multicultural tutoring programs in diverse classrooms (Bollin, 1997). In particular cases,
pre-service teachers even have opportunities to completely immerse themselves in new cultures
by teaching abroad (Walters, Garii, & Walters, 2009).

Teacher education programs with a social justice lens typically require their pre-service
teachers to do practica or student teach in under-resourced classrooms with diverse students (e.g.,
Cochran-Smith, 1991; Gay & Howard, 2000; Villegas & Lucas, 2002). Programs commonly aim
to foster long-term partnerships with urban schools and districts; these relationships ensure that
engagements between all parties (e.g., cooperating teachers, pre-service teachers, students,
administrators, etc.) are reciprocally productive and meaningful (Zeichner, 2006). A recent
review of the research on student teaching reveals an overemphasis on pre-service teachers’
beliefs and attitudes with little focus on how these perceptions actually impact new teachers’
practices in the classroom (Anderson & Stillman, 2013). This reflects the general need in
educational research for further longitudinal investigations that explore how pre-service teachers
integrate what they learned from their teacher education programs—including multicultural
education courses, as well as practicum, student teaching, service-learning, and abroad
experiences—into their evolving belief systems as they enter the field (Anderson & Stillman,

2013; Zeichner, 2009).



37

While teacher education programs are increasingly making efforts to prepare the next
generation of teachers to teach in multicultural settings, what is critical is whether or not these
experiences actually result in sustainable changes in pre-service teachers’ beliefs and pedagogies.
The following section examines pre-service teachers’ dispositions, attitudes, and assumptions
related to teaching diverse students, and traces how these shift and change throughout their

journey in teacher education.

Education of Pre-Service Teachers

According to Ladson-Billings (2006), “The first problem teachers confront is believing
that successful teaching for poor students of color is primarily about ‘what to do’” (p. 34). In
emphasizing the act of “doing,” teachers fail to consider how their personal biases impact, and in
some cases, determine the decisions they make in their practice. Recognizing the magnitude to
which teachers’ beliefs ultimately shape their interactions, Ladson-Billings (2006) argues that,
“the problem is rooted in how we think” (p. 34). Her words suggest that teaching for social
justice is not solely about what teachers do with students; it begins with how teachers think about
students. Grounded in this epistemological assumption, this section seeks to unpack pre-service
teachers’ dispositions, or what Murrell, Diez, Feiman-Nemser, and Schussler (2010) refer to as
“habits of mind.” To narrow my focus, I draw particular attention to how pre-service teachers
think about teaching diverse learners, and how their perceptions change (or do not change) as a
result of their experiences in teacher education. This inquiry will lead to a deeper understanding
of pre-service teachers’ attitudes, values, moral commitments, and perspectives that relate to

issues of social justice (Murrell et al., 2010).
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Deficit Perspectives

Pre-service teachers enter teacher education with pre-existing attitudes, beliefs, and
assumptions about teaching diverse learners as a result of their prior experiences and
sociocultural upbringings (Gay, 2010). Studies, including my own, of predominately white,
middle class, pre-service teachers reveal that this population of teachers is particularly inclined to
hold deficit views about students culturally, racially, and linguistically different from themselves
(Causey, Thomas, & Armento, 2000; Easter, Shultz, Neyhart, & Reck, 1999; Nankin, 2014;
Sleeter, 2001). According to Valencia (1997), the deficit thinking model “posits that the student
who fails in school does so because of internal deficits or deficiencies” (p. 2). Educators who
embody deficit perspectives fail to recognize their own biases and/or the institutional factors that
influence students’ poor academic and social-emotional outcomes. This lack of awareness about
educators’ problematic subjectivities often results in a misplacement of blame onto the students,
which perpetuates institutional inequities.

In most cases, this blame is disproportionately misplaced on students from marginalized
populations including students of color (Sleeter, 2001), English language learners (Marx, 2000;
Nankin, 2014), and/or children experiencing poverty or homelessness (Kim, 2013). In 2012, I
conducted a study focusing on how pre-service teachers construct meaning around differences
between themselves and diverse students. Specifically, I investigated 22 white, female
pre-service teachers during their first semester in the early childhood/ESL cohort in a top-ranked
teacher education program (Nankin, 2014). Their reflections on their interactions with diverse
learners exposed some of the common deficit assumptions pre-service (and in-service) teachers

hold about teaching “other people’s” children (Delpit, 1996; Gay & Kirkland, 2003). Remarks
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included, “They are just lazy!” “If only their parents actually cared,” “I am making up for what
they aren’t getting at home,” “Whenever they do not participate, I relate it to being
lazy/uninterested,” “They were the ones that had behavior problems” (Nankin, 2014).
Interestingly, these deficit perspectives manifested in contradictory ways through the pre-service
teachers’ interactions in the classroom. In some cases, they tended to interact less with
linguistically and culturally diverse students, due to perceived language and cultural barriers;
other pre-service teachers, in contrast, devoted extra attention to students different from
themselves with the intention of helping or “saving” them (Nankin, 2014). Long, Volk,
Lopez-Robertson, and Haney (2014) warn teacher educators that unless pre-service teachers have
opportunities to deconstruct their unexamined biases in teacher education, these uncritical
perspectives will continue to persist in their pedagogies.

While some pre-service teachers outwardly express deficit views, others avoid
discussions of societal issues altogether (Sleeter et al., 2004). Prospective teachers report feeling
afraid, frustrated, and doubtful about teaching students different from themselves (Ford & Quinn,
2010; Nankin, 2014), which may partially explain why many resist discussions about race and
ethnicity in general (Hickey & Lanahan, 2012). Gay and Kirkland (2003) discovered that
pre-service teachers employ specific avoidance strategies (e.g., silence, diversion, guilt, and
benevolent liberalism) to circumvent difficult conversations about social injustices. Similarly,
Picower’s (2012) study found that pre-service and in-service teachers use particular kinds of
excuses, or “tools of inaction,” to justify why “they [are] falling short” (p. 72) as social justice
activists. These excuses fall into four categories, each of which function to inhibit action:

substitution (i.e., “I am doing well”); postponement (i.e., “I will do it later”); displacement (i.e.,
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“No one else follows through; I can’t do it alone”); and dismissal (i.e., “I have a life.”) (Picower,
2012). Despite evidence of avoidance, Fehr and Agnello (2012) claim that pre-service teachers
are “open to learning, but still somewhat uninformed” (p. 34). Yet, Lazar (2013) found that even
those who exhibit openness to multiculturalism still tend to maintain deficit perspectives.
Perhaps, this can be explained by the fact that pre-service teachers often consider
non-mainstream norms and values problematic (Causey et al., 2000).
Transformed Beliefs

These findings may seem disheartening; however, through reframing pre-existing
assumptions—what Ladson-Billings (2006) refers to as “the root of the problem”—pre-service
teachers can transform their teaching and change the trajectories of their students’ lives. Freire
(1921-97) reminds us that, “No one is born fully-formed: it is through self-experience in the
world that we become what we are.” His famous words are hopeful. For Freire, becoming a
conscious educator is a continuous process; it happens through experience and overtime.
Research studies indicate that pre-service teachers do have the capacity to transform their limited
understandings of students and of teaching (e.g., Rodgers, 2006; Garmon, 2005). As addressed in
the previous section, pre-service teachers participate in a wide range of experiences in teacher
education (e.g., courses, practicum, student teaching, critical conversations) that allow them to
gain theoretical and practical knowledge. Studies have found that these experiences can lead to
transformational change in pre-service teachers’ attitudes about students different from
themselves (e.g., Nankin, 2014). Teacher educators can facilitate this growth by providing

pre-service teachers with authentic opportunities to practice critical consciousness (Gay &
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Kirkland, 2003), and develop deeper understandings of themselves, their teaching, and society
(Souto-Manning, 2013).

Scholars have identified specific experiential and dispositional factors that help to shape
pre-service teachers’ multicultural awareness and sensitivity (e.g., Garmon, 2005; Mills &
Ballantyne, 2010). Based on an in-depth case study, Garmon (2005) discovered that intercultural
experiences, support groups, and educational trainings serve to deepen pre-service teachers’
understandings of social justice issues. Additionally, he identified three dispositional
factors—self-awareness and self-reflectiveness, openness to diversity, and a commitment to
diversity—that play a key role in expanding multicultural awareness and critical consciousness
(Garmon, 2005). Taking this a step further, Mills and Ballantyne (2010) found that these
dispositional stages develop sequentially. According to scholars, pre-service teachers first
cultivate self-awareness, then develop openness to diversity, and finally, internalize a
commitment to teaching for social justice. The idea that pre-service teachers progress through
these stages of growth in a specific order has important implications for how teacher educators
think about preparing prospective candidates to teach for social justice.

The stages of learning to teach for social justice, according to some scholars, can—and
should—be measured as outcomes for teacher education (Cochran-Smith, 2009; Ludlow,
Enterline, & Cochran-Smith, 2008). To address this need, Ludlow et al. (2008) developed the
“Learning to Teach for Social Justice-Beliefs” (LTSJ-B) scale to track pre-service teacher
cohorts’ attitudes related to social justice teaching during and after teacher education. The survey
measured six aspects of social justice teaching including: “teachers’ knowledge, skill, and

interpretive frameworks; teachers’ beliefs, attitudes, and values; classroom practice and
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pedagogy; community participation; teachers’ learning in inquiry communities; and promoting
pupils’ academic, social-emotional, and civic learning” (Ludlow et al., 2008, p. 195). Findings
reveal that pre-service teacher beliefs about equity, diversity, and social justice transform over
the course of teacher education, and continue to develop during their first year of teaching
(Ludlow et al., 2008). Teachers who experience this transformation no longer view diversity or
difference as a “deficiency” (Valencia, 1997); instead, they learn to value children’s unique
assets—or funds of knowledge (Moll, Amanti, Neff, & Gonzalez, 1992)—as important
contributions to the learning process. While this model shows promise in that teacher educators
are acknowledging the critical need for more rigorous research in this area, as a field, we have
only begun to scratch the surface.
Transition as Transformation

Pre-service teachers are malleable; who they are when they enter teacher education does
not necessarily determine who they will be when they graduate, or who they will become when
they take on new professional identities as teachers. As studies show, through critical inquiry,
pre-service teachers can, and do shift their deficit views about diverse learners into newfound
understandings that ultimately transform their teaching (e.g., Picower, 2012). Freire (1970)
reminds us that, “apart from inquiry, apart from the praxis, individuals cannot be truly human.
Knowledge emerges only through invention and re-invention, through the restless, impatient,
continuing, hopeful inquiry human beings pursue in the world, with the world, and with each
other” (Freire, 1970, p. 45-46). The experience of living, inventing, reliving, and reinventing
interdependent narratives creates spaces for re-imagining new possibilities for teachers, learners,

and society (Clandinin, 2013; Souto-Manning, 2013).
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Opportunities for inquiry are especially important fo