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Abstract

The problem that was addressed through this study was that there is a gap in the literature
about the preparation of mid to lower elementary novice teachers to teach students with
low-socioeconomic status (low-SES) in several districts throughout the Southern United
States. Grounded in social justice theory, the purpose of the basic qualitative design was
to explore lower to middle elementary teachers' perceptions on their preservice
preparation to teach low-SES students. For this basic qualitative design, 12 novice
teachers participated in semi-structured interviews. Data were analyzed through thematic
analysis with the following three top themes emerging: (a) poor preparation towards
culturally responsive teaching, (b) lack of training concerning classroom management
strategies, and (c) lack of knowledge towards community engagement strategies.
Recommendations are for teacher preparation programs to emphasize social justice,
increase fieldwork in schools with a large number of low-SES students, and provide
exposure to culturally responsive pedagogies. The implications for positive social change
include the potential for teacher educators to redesign preservice curricula that better
prepare mid to lower elementary novice teachers to meet the learning needs of low-SES

students, in turn improving student learning.
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Chapter 1: Introduction to Study
Introduction

Preservice teacher preparation has been a long-standing concern in the field of
education, particularly with regard to how it prepares novice teachers to work with
diverse populations of students. One specific population that has garnered attention in
recent years is the low-socioeconomic status (low-SES) students, who are often faced
with unique challenges in the classroom (Azzarello & Bergstrom, 2021; Takashiro &
Clarke, 2020). There is a wide achievement gap between low-SES students and their
high-socioeconomic status (high-SES) counterparts that has continued to present a
significant challenge in education (Takashiro & Clarke, 2020). Novice teachers, being
new to the education scene, may face substantial difficulties in providing support to
students from low-income families because of a lack of training, experience, and
resources (Cuozzo, 2024; Kocabas & Deniz, 2023). Thus, it is very important to evaluate
the efficacy of preservice teacher preparation programs in addressing the needs of low-
SES learners to equip new teachers with the required skills and knowledge to effectively
support them (Daum et al., 2022).

Preservice teacher preparation programs equip preservice teachers with greater
awareness of diversity and skills to support students with a wide range of needs (Lange et
al., 2022). Researchers have discussed the impact of these preparation programs on
teachers' diversity awareness (Wilson et al., 2020) and competency development
(Cancino et al., 2020). There is a growing awareness of the central role that preservice

preparation programs play in ensuring success for all children at school. Zuhairi et al.



(2020) identified that teachers are committed to ensuring the success of all students by
providing them with the necessary support. Nevertheless, novice teachers face difficulties
in providing adequate support to low-SES students. To understand why novice teachers,
face these difficulties, I conducted a literature review. From the review, it was evident
that novice teachers' perceptions regarding their preparation to support low-SES students
and the effectiveness of their preservice teacher preparation programs have not been
explored. It is crucial to examine the extent to which preservice preparation adequately
addresses the unique needs and challenges faced by low-SES students. The remainder of
this chapter includes the background, the statement of the problem, the purpose of the
study, the research questions, and the significance of the study.
Background

Preservice teacher preparation has long been a focal point within the field of
education, as it plays a crucial role in equipping novice teachers with the necessary skills
and knowledge to work effectively with diverse student populations (Gisewhite et al.,
2021). During their preservice teacher preparation, these aspiring educators undergo
training programs and coursework aimed at developing their pedagogical skills, content
knowledge, and classroom management strategies (Dvir & Schatz-Oppenheimer, 2020).
However, these preparation programs emphasize instructions and curriculum. Focus on
equity-based dispositions and practices is often absent in these preparation programs
(Warren, 2018). Among the various student groups affected by this limited focus on

equity dispositions are the low-SES students (Destin et al., 2019).



Numerous studies have documented the impact of SES on educational outcomes
(Broer et al., 2019; Destin et al., 2019; Poon, 2020; Suna et al., 2020). Suna et al. (2020)
found that students in high-SES attained significantly higher scores in science,
mathematics, and language tests. This persistent achievement gap between low-SES
students and their high-SES counterparts can be attributed to the unique challenges low-
SES students face in the classroom and at home (Destin et al., 2019). Such challenges
may include limited access to educational resources, inadequate healthcare, unstable
living conditions, and exposure to environmental stressors (Broer et al., 2019; Destin et
al., 2019). Broer et al. (2019) suggested that variability in family SES, which can be
assessed by considering three forms of capital: social, cultural, and economic capital,
results in disparities in children’s academic achievements. Economic inequalities
influence access to material resources such as books and dictionaries and the extent to
which parents can provide financial support to the student’s academic pursuits (Broer et
al., 2019). For instance, family finances can be used to fund organized after-school
activities and access better educational opportunities (Broer et al., 2019). Additionally,
low SES may impact parental factors which influence academic achievement (Poon,
2020). Poon (2020) sampled 165 primary school students with middle SES and 184
students with low SES and found significant differences in parental involvement, parental
expectation, child engagement, and academic scores in English and Chinese subjects.
Parents from low SES were less likely to contribute to their children’s learning activities
because they had lower levels of education compared to those from middle SES. Thus,

the contributions of teachers are important in breaching this gap (Fischer et al., 2020).



However, novice teachers frequently encounter substantial difficulties in
providing adequate support to low-SES students due to limited training, experience, and
resources. Preservice teacher preparation has a long history and dates back beyond the
19th Century, before the establishment of formal schools in the country (Trotman & Kerr,
2001). Then, teachers would be prepared via apprenticeships, in which they learned by
observing and assisting experienced educators (Trotman & Kerr, 2001). By the onset of
the 20th Century, normal schools and teachers’ colleges gained prominence, and teacher
training became more structured, focusing not only on content knowledge but also on
pedagogy. Though the education sector was significantly influenced by social and
political changes, teachers’ preparation was relatively uniform, with little consideration
given to the diverse needs of different student populations (Horsley et al., 2004).
However, over time, there has been increased recognition for training teachers in
preparation for diverse classrooms. Landmark cases such as Brown v. Board of Education
(1954) and the civil rights movement set the stage for future equity by prohibiting
discrimination based on race, color, religion, sex, or national origin. Minimal effort was
channeled to cater to low SES students in teachers’ training until the dawn of modern
legal advancements such as the No Child Left Behind Act (2001) and the subsequent
Every Student Succeeds Act (2015; Tardif, 2001). Today, preservice teacher preparation
continues to evolve in the quest to attain an equitable approach that emphasizes field
experience and reflective practices (Jacobs & Burns, 2021).

As the need for equitable preservice teacher preparation continues gaining more

relevance, more focus is being channeled to the low SES students. According to the U.S.



Census Bureau (2023), 11.5% of Americans, equivalent to 37.9 million people, lived
below the federal poverty line by the end of 2022. This number implies that a significant
portion of students are engraved in the low SES category, echoing the need to meet their
needs and expectations more precisely. The scores of this population are invariably one
standard deviation lower compared to the high SES learners (Rodriguez-Segura et al.,
2021). This evidence means that they are roughly 3 academic years behind as they have
minimal access to books, computers, and other learning materials. Blending these
inadequacies with improper teaching strategies by novice teachers tends to be
problematic. Their academic achievement is further derailed by the increased chances for
poor physical and mental health outcomes as they are more prone to chronic health
conditions despite limited access to healthcare (Vadivel et al., 2023). Hence, this
population lacks a competitive edge, and apart from the achievement gap, they are more
likely to drop out and record lower college enrolment and completion rates (Chatterji et
al., 2021; Parutis & Howson, 2020). For instance, the high school dropout rate for low
SES students aged 16-24 stands at 11.6% compared to 2.8% for students from high-
income families (National Center for Education Statistics, 2022). Nevertheless, failing to
ensure proper and effective teaching practices for low SES students can, in turn, affect
their employment opportunities in the future, resulting in more challenges (Cunninghame
et al., 2020).

A critical examination of the current education sector in the country indicates that
the demand for novice teachers keeps escalating in response to the bulging population

(LaVan, 2019). As such, the National Center for Education Statistics (2020) documented



that at least 10% of public-school teachers in every academic year are usually in their
first or second year of teaching. According to National Center for Education Statistics.
(2024) though their expertise in handling low SES students is arguable, they play a
critical role in covering the escalating attrition rate, considering that the turnover rate of
public-school teachers is 8%. However, 17% of novice teachers, particularly those with
less than 5 years of experience, leave their jobs, citing challenging working conditions,
lack of support, and inadequate preparation (Nguyen et al., 2020). It is worth noting that
most entry-level teachers have a higher propensity to work in high-need schools with
higher rates of poverty and low academic outcomes, further increasing their teaching
burden (Copes, 2022). Furthermore, existing studies suggest that aspects of teacher’s
professional development have a significant correlation with student performance,
particularly among students from low SES backgrounds (Fischer et al., 2020). At this
juncture, the impact of low SES appears to be bidirectional, impacting both students and
teachers. This context begs the question of the efficacy of preservice preparation
programs for supporting low SES students.

Preservice teacher preparation courses are held in high regard due to their
invaluable role in student learning. According to a report by the U.S. Department of
Education (2021), 65% of teachers countrywide confirm to have taken preservice courses
on serving learners with diverse background affiliations. Seventy percent have adequate
training in catering to students with special needs, while 41% have covered coursework
on teaching those with limited English proficiency. These figures reflect major

milestones in catering to the low SES learners. However, the central concern remains on



the comprehensiveness of these courses and how they affect the readiness, confidence,
and performance of the teachers.
Problem Statement

The problem that was addressed through this study was that there is a gap in the
literature about the preparation of mid to lower elementary novice teachers to teach
students with low-socioeconomic status (low-SES) in several districts throughout the
Southern United States. Grounded in social justice theory, the purpose of this basic
qualitative study was to explore lower to middle elementary teachers' perceptions on their
preparation to teach low-SES students through their preservice in two southern states.

While researchers have shed light on the achievement gap between low-SES
students and their high-SES peers, there is a dearth of studies focusing specifically on
novice teachers' descriptions of their preservice preparation to support low-SES students.
Understanding the perspectives and experiences of these novice teachers is crucial in
identifying the existing gaps in preservice programs and informing necessary
improvements. Furthermore, examining how preservice preparation programs address the
unique needs and challenges of low-SES students from diverse backgrounds is essential
to fostering more inclusive and equitable educational environments.

Purpose of the Study

In this study, I explored the perceptions of novice teachers regarding their
preparation to support low-SES students, including the effectiveness of their preservice
teacher preparation programs. My goal was to provide recommendations to improve

preservice teacher preparation programs to better address the needs of low-SES students.



I used a qualitative approach and semistructured one-on-one interviews with 12 novice
teachers who had completed their preservice teacher preparation programs just prior to
this study. The data collected from the interviews were analyzed thematically to identify
common themes and patterns related to preservice teacher preparation programs and their
effectiveness in supporting low-SES students.
Research Questions
There were two research questions in this study:

1. How do novice teachers perceive the effectiveness of their
preservice teacher preparation programs in equipping them to meet the needs of
low-SES students?

2. How can preservice teacher preparation programs be enhanced to
better prepare novice teachers to support low-SES students?

Conceptual Framework for the Study

[ used equity-based approaches in this study to address disparities in educational
outcomes of low-SES students. My goal was to ensure full equity in students as teachers
are prepared for their learning requirements. Equity-based approaches involve being
aware, which includes setting and changing barriers emanating from systemic inequity
and disproportionately affected disadvantages (Redding & Henry, 2019). This conceptual
framework emphasizes approaches including culturally responsive teaching strategies
intended to create positive attitudes toward valuing diversity in the inclusiveness of a

classroom.
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For the conceptual framework for this study, I integrated Vygotsky’s sociocultural
theory, Bandura’s social cognitive theory, and Bronfenbrenner's ecological systems
theory. Vygotsky emphasized the role of social interactions in learning. The scaffolding
of student understanding by Vygotsky expressed that they pay extra attention to
collaboration (Orland-Barak & Wang, 2021). Following this, teachers can be expected to
create an environment that has regard for pupils varied cultural or socio-economic
contexts from which they progress and feel important when learning takes place (Paris &
Alim, 2017). This justifies the practice of culturally sustaining pedagogies to further
support promoting the engagement levels of the most marginalized communities of these
low SES.

Bandura’s social cognitive theory underscores the role of teacher efficacy in
shaping student outcomes (Bandura, 2001). Teachers who possess high self-efficacy are
better prepared to manage classrooms for diverse populations and the practice of equity
(Dvir & Schatz-Oppenheimer, 2020). This theory supports that scaffolding of pre-service
teacher preparation should focus on building confidence to deal with challenges
concerning students from socio-economic disparities (Casey et al., 2020). The
relationship between teacher self-efficacy and better classroom management outcomes is
important in tackling behavioral challenges amongst low-SES backgrounds.

I used Bronfenbrenner's ecological systems theory to review how the environment
influences student development. I used Bronfenbrenner's model to show how educational
results depend fully on interactions between students and their family members as well as

their settings at school and in the community (Vadivel et al., 2023). A complete view of
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these linked environments can be used to create support systems to assist students whose
outside-of-class stresses trouble them (Fischer et al., 2020). Effective teacher service
preparation must include teaching methods to connect with students' families and
communities to provide total student support.

I combined multiple methods to examine both social fairness and cultural learning
settings while studying cognitive and environmental influences. I used this framework to
determine the essential skills preservice teachers require to deliver effective help to
students from low-income families. I also used the framework to understand how
teachers feel about their training to handle educational inequality issues.

Nature of Study

In this study, I used a basic qualitative research design to investigate the
experiences of novice teachers regarding their preservice preparation to support low-SES
learners. I chose this research design based on its appropriateness for delving into the
subjective accounts and perspectives of the participants (Creswell & Poth, 2016). This
qualitative approach can be used for a comprehensive exploration of the essence and
meaning of individuals' experiences within the educational context (Kostere & Kostere,
2021).

The basic qualitative research design is useful for an in-depth examination of
participants' perspectives, encouraging them to articulate their experiences, perceptions,
and challenges (Creswell & Creswell, 2018). This methodological approach includes the
collection of rich qualitative data essential for identifying areas for improvement in

preservice teacher preparation programs (Creswell & Creswell, 2018). Furthermore, this
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research design is well-suited for capturing the diverse and unique viewpoints of novice
teachers (Kostere & Kostere, 2021). Given the variability in preservice preparation
experiences influenced by personal backgrounds, training programs, and instructional
contexts, the generic qualitative approach was suitable for the exploration of individual
differences while also identifying common themes and patterns (see Creswell &
Creswell, 2018).

While other research designs, such as narrative research, case study, and grounded
theory, offer valuable insights, they may not adequately capture the nuanced and
subjective nature of novice teachers' experiences (Nigar, 2020). These designs may
prioritize statistical analysis or causal relationships, which may not have aligned with the
primary objective of this study. Therefore, I used the basic qualitative research for
exploring the experiences and descriptions of preservice preparation among novice
teachers.

Definitions

Pre-service teacher preparation: Training programs and coursework tailored to
develop pedagogical skills, classroom management strategies, and content knowledge for
aspiring teachers (Khasawneh, 2023).

Low-SES Students: Students who face financial constraints that significantly
impact their academic progress in the long run (Fischer et al., 2020).

Novice Teachers: Teachers in their early stages of the teaching profession often
transition from pre-service preparation to in-service teaching, thus having limited

training, experience, and resources (Bar-Tal et al., 2020).
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Teacher Preparation Programs. Unique educational programs mainly offered by
higher learning institutions to proactively prepare individuals to become professional
educators (Romijn et al., 2021).

Equity-Based Approaches: Educational practices and strategies that aim to deliver
fair and inclusive support to all learners, particularly those from disadvantaged
backgrounds (Baek et al., 2024).

Field Experiences. A critical part of preservice teachers training that offers
practical teaching opportunities, allowing them to apply theoretical knowledge in real
classroom settings (Nelson & Voithofer, 2022).

Professional Development: An ongoing training and education that helps teachers
enhance various aspects of their careers by learning new strategies, enhancing their
teaching skills, and staying updated on educational research (Vadivel et al., 2021).

Assumptions

In this study, I explored important factors about how novice teachers learn to
teach students from low-income backgrounds. I assumed participants would talk openly
about their teaching practices during their interviews. When participants discuss their
preparation experiences in semistructured research interviews, I relied upon their
statements about their preparation and its success. I assumed participants understood and
could explain specific problems they encountered during their work with low-SES
students.

I also assumed that preservice programs completed are different in structure,

focus, and comprehensiveness. These differences resulted in myriad perspectives in terms
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of how teacher preparation leads to getting prepared to service low-SES students (Casey
et al., 2020). Under this premise, I assumed that all participating teachers would have had
some common core preparation components such as coursework, field experiences, and
reflective practices (see Vadivel et al., 2023). Under this assumption, findings are
generalizable across programs to inform generalizable recommendations.

I assumed that novice teachers face problems with low-SES students that affect
the way they teach. Such problems include limited resource availability, stressors from
outside, and increased incidents of behavioral problems among children and youth, as
noted by Fischer et al. (2020). I also assumed the participants were aware of such issues
arising from direct links with socioeconomic disadvantages and not due to individual
deficits only, as noted by Paris and Alim (2017). Understanding how they work to
combat such challenges at the practice level would therefore depend on participants'
sensitivity to systemic disadvantages.

I assumed that preservice preparation programs intend to equip teachers with
culturally responsive and equity-focused pedagogies. These programs prepare teachers
for inclusive lessons that consider students' ethnic and socioeconomic backgrounds.
According to Redding and Henry (2019), novice teachers received training on some of
this but may identify some gaps or weaknesses in their preparations.

Lastly, I assumed that participants’ views on their preparation reflected their
genuine perceptions of its effectiveness. This helped me highlight where the programs
were succeeding and where they were failing in preparing them to deal with challenges at

the workplace (Burton & Campbell, 2018). Their assumptions brought into perspective
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the experience of novice teachers and what should be done differently to improve the

preservice program. I used these assumptions to arrive at truthful findings that can help

promote equity in education and further provide better support for low-SES students.
Scope and Delimitations

In this study, I focused on understanding novice teachers’ perceptions of their
preservice preparation to support low-SES students. I examined how such programs
address the challenges that come with teaching low-SES learners and are effective in
enhancing instructional strategies and equity-focused curricula (Redding & Henry, 2019).
In this study, I provided recommendations on how teacher education programs can be
enhanced to foster an equitable learning environment. This research was limited to novice
teachers with fewer than 5 years of teaching experience who worked with low-SES
students. For consistency in the data collection, participants needed to have undergone
preservice programs. Veteran teachers, alternative certification routes, and those teaching
solely other populations of students were beyond the scope of this research.

I only examined socioeconomic factors affecting pupils' academic achievement,
not race, ethnicity, or language proficiency, unless expressly related. Semistructured
interviews as qualitative methods could limit generalizability by subjective replies from
respondents (Dvir & Schatz-Oppenheimer, 2020). Geographic-based schools or districts
with high low-SES student populations offer context-specific findings. However, the
results cannot be blindly applied to schools in other regions or with different educational
systems (Fischer et al., 2020). Though small in scale, the study does bridge a critical gap

in teacher preparation for low-SES children.
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Limitations

This study had several limitations that may have influenced the interpretation and
generalizability of its findings. Reliance on self-reported data through semistructured
interviews may lead to socially desirable responses or unintentional omissions, affecting
the authenticity of the findings. The use of virtual data collection methods may have
limited rapport-building and the observation of nonverbal cues, potentially impacting the
richness of the data. Time constraints, as I captured participants' experiences at a single
point in time, further restricted the ability to understand evolving perspectives. While
these limitations were acknowledged, the study's rigorous approach to data collection and
analysis was taken to enhance its credibility. Future research with larger, more diverse
samples and longitudinal designs could address these limitations and expand
understanding in this area.

Significance

This study is significant for various stakeholders in education, including teacher
educators, policymakers, school administrators, novice teachers, and low-SES students,
particularly those from minority and rural backgrounds. My goal was to inform teacher
education program leaders about existing gaps and areas for improvement, guiding
revisions to curricula, pedagogical approaches, and field experiences. Policymakers can
use the findings to develop evidence-based policies and initiatives that reduce educational
disparities and promote equity. At the same time, school administrators can design
comprehensive induction programs and support networks for novice teachers. Novice

teachers benefit by providing insights into potential growth areas, enhancing their
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instructional practices, classroom management skills, and culturally responsive teaching
approaches. Ultimately, my goal was to foster a more inclusive and equitable educational
environment for low-SES students, empowering them to overcome barriers and achieve
their full potential.

Summary

In this study, I examined the perceptions of novice teachers regarding their
preservice preparation to meet the needs of low-SES students. I identified shortcomings
in teacher training programs and highlighted challenges such as limited equity-focused
training and poor classroom management strategies. I collected data from novice teachers
through semistructured interviews. This indicated that the recurring themes of discussion
included the culturally responsive teaching method and preparation for socioeconomic
disparity.

The results indicated that the preservice programs prepare teachers differently for
the low-SES students. The shortcomings can be curbed better through well-curbed
curricula and professional development. Equity-focused strategies with evidence-based
practices use tools that make teachers more competent in their pursuit of inclusion in the
learning environment. As a result, the study provides some actionable recommendations
for policymakers, administrators, and teacher educators. This can eradicate educational

inequality and remodeling academic outcomes for children from lower-SES backgrounds.
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Chapter 2: Literature Review
Introduction
The literature review in this study includes a comprehensive overview of existing
research and scholarly work related to preservice teacher preparation and its impact on
supporting low-SES students. In the review, I examine and highlighted the unique
challenges faced by novice teachers in providing effective support to low-SES students
and explored their perceptions, experiences, and areas of professional growth related to
working with this specific student population. Additionally, the factors contributing to
novice teachers' difficulties, such as a lack of training, limited resources, and
unfamiliarity with the sociocultural contexts of low-SES students, are explained. In this
literature review, I explore the role of preservice teacher preparation programs in
addressing the needs of low-SES students. I examine the components of effective
preservice programs, including coursework, field experiences, mentoring, and support
networks, that can enhance novice teachers' preparedness to work with this student
population. I also identify gaps and limitations in the in-use preservice preparation
models, highlighting areas for improvement to ensure that future educators are equipped
with the necessary tools and knowledge to support low-SES learners effectively.
Literature Search Strategy
I conducted the search for literature using Walden University’s library. The ERIC,
EBSCOhost, ProQuest, Academic Search Complete, and the Education Source databases.
Key search terms and combinations included low SES, poverty, disadvantages, low

income, low socioeconomic status, social class, instructional strategies for SES, teach
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strategy, achievement, attainment, preservice teacher preparation, teacher preparation
programs, and strategies to engage SES students. The criteria used in the literature
search strategy included peer-reviewed, full-text articles published between 2019 and
2024. The total number of references for the literature review was 39 articles. Out of
those 39, approximately 23% were peer-reviewed journals.
Low-SES Students and Novice Teacher Challenges

According to Sovansophal (2020), children of a low SES are those who come
from homes with poor incomes and who may have trouble affording housing, healthcare,
and education. These concerns could have an impact on their grades as well as their
overall well-being (Broer et al., 2019). Poon (2020) studied the differences in academic
accomplishment between pupils from low- and middle SES and found that SES affected
student performance. According to Poon (2020), academic performance is lower among
students from lower socioeconomic backgrounds than it is among middle- and high-
income children. The findings of the study suggested that this disparity can be attributed
to insufficient levels of parental expectation, child participation, and parental
involvement (Poon, 2020). According to Poon, these are the most significant factors that
influence SES and educational attainment. Poon was of the opinion that parental
participation in their children’s educational activities is necessary for improved academic
success.

Similarly, Merga (2020) reported that SES is a significant determinant of literacy
attainment. According to Merga, students in the highest socioeconomic quartile attained a

higher average score (551) compared to those in the lowest socioeconomic quartile (462).
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Furthermore, disadvantaged students often attend schools where other students are
disadvantaged as well or in low-income neighborhoods with limited resources (Campos
& Kearns, 2022; Edwards, 2021; Merga, 2020; Triventi et al., 2020). Low SES students
are unable to access schools that are farther away from home, and school district
boundaries may hinder access to high-performing schools for disadvantaged students
(Edwards, 2021).

However, Merga (2020) suggested that it is important to understand whether the
impact of SES can be mediated by school factors. Archambault et al. (2020) argued that
high-quality teaching is even more critical in low socioeconomic neighborhoods because
many students have more academic challenges and lower classroom cognitive, effective,
and behavioral engagement. According to Merga, low levels of engagement in low SES
students can be attributed to prolonged educational avoidance and disengagement, lack of
motivation, and a history of failure. The cycle of underachievement, behavioral
challenges, and low self-esteem are also barriers to academic performance in this
population (Cunninghame et al., 2020). These poor engagement levels and attitudes are
associated with low skill acquisition among low-SES students (Merga, 2020). However, a
study by Archambault et al. (2020) sampled 696 low-SES elementary school students
found that teacher involvement and autonomy support contributed to greater levels of
classroom and behavioral engagement. Additionally, Scales et al. (2020) found that
student-teacher relationship quality was lower for low-SES students and that
strengthening the student-teacher relationship could have significant effects on the

achievement and motivation of these students.
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When working with children from disadvantaged socioeconomic backgrounds and
diverse backgrounds, teachers encounter a unique set of challenges (Kaniuka & Kanuika,
2019). Garcia and Weiss (2019) suggested that adverse working conditions contribute to
the high turnover of teachers in high-poverty schools. Several studies suggest that student
SES is the most significant predictor of teacher turnover (Garcia & Weiss, 2019; Kaniuka
& Kanuika, 2019; Van Eycken et al., 2024). High-poverty schools experience
significantly higher rates of teacher turnover compared to affluent schools (Van Eycken
et al., 2024). High turnover rates in schools with large student populations of low SES
results in schools having more inexperienced and novice teachers than affluent schools
(Garcia & Weiss, 2019). However, novice teachers are ill-equipped to deal with the
challenges and provide support to students from low SES backgrounds (Garcia & Weiss,
2019).

Novice teachers also have to deal with communication problems and cultural
differences (Wolff et al., 2021). Additionally, diverse student populations and classroom
complexities make it difficult to manage the classroom (Wolff et al., 2021). Wolff et al.
(2021) argued that the teachers’ ability to deal with such issues depends on their level of
experience, which influences how they monitor the class, maintain an ongoing awareness
of the students, and react to events in the classroom. Knowledge from experience bolsters
the teachers’ awareness and ability to handle classroom complexities (Wolff et al., 2021).
Thus, novice teachers may face difficulty in handling classroom difficulties and diverse
student populations (Garcia & Weiss, 2019). Bertram (2023) suggested that novice

teachers may be overwhelmed when monitoring and tracking the students’ progress, face
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challenges in applying teaching approaches they learned in colleges and universities and
may be daunted by the limited mentorship provided. According to Gaikhorst et al. (2017),
students with a low SES have difficulty in the classroom, and thus, preservice training for
teachers is required for them to appropriately serve these pupils. Choi and Chiu (2022)
stated that the lack of social, cultural, and economic resources, as well as communication
barriers, make it more difficult for novice educators to work with children from low-SES
families. They agreed that inexperienced teachers may not be prepared to oversee pupils
from varied backgrounds and that there are deficiencies that need to be addressed to
enhance the academic outcomes of children from low socioeconomic backgrounds (Choi
& Chiu, 2022).

High levels of poverty and unequal distribution of resources reinforce and sustain
unequal academic achievement among students (Allais et al., 2019). These structural
constraints cannot be easily resolved by the agency of the individual teacher (Bertram,
2023). Gaikhorst et al. (2017) and Song et al. (2019) advocated that schools collaborate
with outside organizations and governments to help low-SES children by providing
learning materials, assisting instructors and students in developing skills, reorganizing
educator roles, and using technology. However, Bertram (2023) suggested that initial
teacher preparations can compensate for the unequal schooling system by enabling
novice teachers to gain resilience in their early years of teaching.

To provide low-SES students with adequate support, novice instructors go through
extensive preservice training. This training is essential for giving teachers the

understanding, expertise, and tact needed to deal with the difficulties these communities'
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children encounter (Choi & Chiu, 2022). Preservice preparation includes a strong
emphasis on comprehending the socioeconomic variables that affect students' lives.
Inexperienced educators explore the complexities of poverty, realizing that it
encompasses a range of social, emotional, and educational difficulties in addition to
financial limitations. They get a sophisticated understanding of how low SES might
impact students' academic achievement, motivation, and general well-being through
coursework and real-world experiences.

Preservice programs emphasize how crucial it is to create an inclusive and
culturally sensitive learning environment in the classroom. To acknowledge that children
from lower socioeconomic origins may have different cultural experiences, novice
teachers learn how to establish an environment that respects and embraces diversity in
backgrounds. This entails using culturally appropriate teaching resources, introducing a
variety of viewpoints into the curriculum, and encouraging each student to feel that they
belong (Choi & Chiu, 2022). Differentiated education is emphasized heavily in
preservice preparation. To meet the varied learning needs of their students in a classroom,
novice teachers must adapt their pedagogy to consider differences in students' academic
preparation, learning preferences, and socio-emotional growth. Because students from
low-SES families may have a wide range of academic experiences and abilities when
they first enter the classroom, this method is especially important in supporting them.

Preservice training helps teachers, students, and their families form solid
partnerships by honing their collaboration and communication skills. To effectively

engage parents and guardians in their children's education, novice teachers must first
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recognize their value as partners in learning. For students from low-SES families, this
cooperative approach fosters a supporting network by bridging the gap between home
and school (Hilton & McCleary, 2019). Practical experiences, such as student teaching
assignments in schools with a range of socioeconomic backgrounds, are incorporated into
preservice programs. Incorporating theoretical information into practical situations allows
novice teachers to receive direct exposure to the difficulties experienced by children from
low socioeconomic backgrounds. Novice teachers get the flexibility and resiliency
necessary to handle the challenges of varied classrooms thanks to this experience of
learning (Madler et al., 2022).

Preservice preparation includes placing a strong emphasis on classroom
management techniques catered to the requirements of kids from poor socioeconomic
backgrounds. Inexperienced educators learn how to establish a disciplined and
encouraging learning environment that tackles possible behavioral problems that have a
socioeconomic basis. Through the implementation of proactive measures and
comprehension of the effects of external stressors, they can foster an environment that is
favorable for learning (Knight et al. 2010). Additionally, preservice programs place a
strong emphasis on making decisions based on facts. To determine each student's unique
needs and modify their teaching strategies accordingly, novice teachers get the ability to
evaluate academic and socioemotional data (Zhukova, 2018). This focused intervention is
crucial for closing learning deficits that could result from low SES.

Preservice training also incorporates professional development activities that

promote lifelong learning and introspection. It is advisable for new educators to stay
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up to date on educational legislation, cutting edge research, and strategies for assisting
children from low-SES backgrounds. By staying committed to ongoing improvement,
educators can adapt to the changing requirements of both their communities and students.
(McMahan & Garza, 2016) The process of preparing new teachers for preservice work to
assist pupils from low-SES backgrounds is complex and ever-changing (Hilton &
McCleary, 2019). The process entails a blend of academic understanding, real-world
application, and a dedication to continual professional growth. Preservice programs serve
a critical role in promoting educational equity for all children, regardless of their
socioeconomic background, by providing educators with the tools they need to build
inclusive and supportive learning environments.

However, in a study to explore preservice teachers’ implicit attitudes and
stereotypical and prejudiced beliefs toward low SES students and the causal attributions
for poor educational achievement among low SES students, Glock and Kleen (2020)
reported that teachers had negative implicit attitudes towards these students and
associated good working and learning habits, language proficiency, and competencies to
high SES students. Glock and Kleen (2020) argued that preservice teachers favor high-
SES students over low-SES students in their stereotypical beliefs on school-related
attributes and their implicit attitudes. Similarly, Daum et al. (2022) found that cultural
biases, differences, and similarities between preservice teachers and students affected the
learning environment. The study further suggested that additional attention should be

provided to developing behavior management skills in preservice teachers and exposing
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preservice teachers to teaching learners from experiences and cultures that are different
from their own (Daum et al., 2022).
Novice Teacher Training

Preservice teacher education is facing significant challenges in today’s age of
globalization, particularly in terms of how well it prepares new teachers to work with
students from a variety of backgrounds (Orland-Barak & Wang, 2021). Several studies
have increasingly focused on students from low-income families and their academic
performance (Chen et al., 2022; Dynarski et al., 2021; McGee, 2021; Roksa & Kinsley,
2019). Students in this situation frequently face educational challenges that other students
do not face (McGee, 2021). A significant challenge in education continues to be the
achievement gap that exists between children from low-SES and high-SES families
(McGee, 2021). Beginner teachers may require assistance in supporting children from
low-income families because they lack the necessary training, experience, and resources
(Yuan & Jiang, 2019). Therefore, preservice teacher preparation programs need to be
assessed to see whether they satisfy the requirements of students from low-SES
backgrounds (Clever & Miller, 2019). The assessment will allow new teachers to train on
how to work with pupils from lower socioeconomic backgrounds.

The comprehensive process of novice teacher training equips aspiring teachers
with the fundamental know-how and abilities needed to successfully negotiate the
challenges of the teaching profession (H61, 2024). A crucial aspect of this instruction
entails delving deeply into educational theory and pedagogy. As part of their education,

novice teachers study several learning theories and instructional techniques, providing
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them with a theoretical framework that guides their approach to teaching (Orland-Barak
& Wang, 2021). Comprehending the fundamental concepts of education establishes the
foundation for efficient teaching methods and active participation from students (Orland-
Barak & Wang, 2021).

An essential component of teacher education is the focus on effective classroom
management strategies. Inexperienced educators pick up techniques for creating a
disciplined and encouraging learning atmosphere (Wolff et al., 2021). This entails
learning how to handle behavior, resolve conflicts, and foster a supportive learning
environment in the classroom (Wolff et al., 2021). A classroom that is well-managed
greatly helps to foster a learning environment by freeing up teachers to concentrate on
teaching material and developing deep relationships with their pupils (Berger et al., 2021;
Wolff et al., 2021).

During novice teacher training, differentiated instruction is a major area of
emphasis (Bondie et al., 2019). This method includes teaching teachers how to adapt their
instruction to meet the demands of different learning styles, academic preparation levels,
and socioemotional development (Bondie et al., 2019). It also acknowledges the diversity
of learning needs that exist within a classroom. Novice teachers who adopt differentiated
instruction ensure that each student gets individualized attention, which promotes a more
welcoming and equal learning environment (Napanoy et al., 2021). Diversity awareness
and cultural competency are essential elements of teacher preparation programs. Novice
instructors are trained to comprehend and appreciate the variety of cultural backgrounds,

languages, and experiences that their students bring to the classroom. Establishing an
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inclusive environment that celebrates variety and fosters a sense of belonging for all
children requires a foundation of cultural awareness.

Technology integration is incorporated into novice teacher training in response to
the changing nature of education. Educators acquire the ability to use instructional
software, digital materials, and web-based platforms to improve student involvement and
conduct productive lessons. Instructors must possess this technological competency to
address the demands of their pupils in terms of digital literacy and to navigate the current
educational landscape. Data analysis and assessment are two other essential components
of training for new teachers (Dvir & Schatz-Oppenheimer, 2020). Instructors gain the
ability to create relevant exams, evaluate student performance information, and decide
how best to implement lessons based on assessment findings. With the use of this data-
driven approach, educators can ensure that each student's requirements are met, monitor
progress, and modify their methods of instruction to maximize the learning outcomes of
all students.

Training programs cover inclusion and special education to give new teachers the
knowledge and talents to work with kids who have a range of learning needs, including
those who are disabled. Adapting teaching strategies to foster inclusive learning settings,
working with special education experts, and gaining insights into special education
practices are all included in the training. During their training, novice instructors also
learn how to collaborate and communicate with one another. Effective communication
with administrators, parents, coworkers, and students are stressed. To enhance the overall

achievement of their students, novice teachers gain experience in fostering strong
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connections, leading productive parent-teacher conferences, and working in teams with
other experts.

Experience in a real classroom is a crucial component of training for new
teachers. Student teaching internships give newcomers practical experience using their
academic knowledge in real-world classroom environments (Dvir & Schatz-
Oppenheimer, 2020). Through this hands-on learning opportunity, they may hone their
teaching abilities, improve their lesson plans, and learn how to deal with the day-to-day
difficulties of running a classroom, all of which will help them prepare for the reality of
the teaching profession.

New instructors are trained to exercise reflection and to be dedicated to
continuous professional growth. This motivates teachers to evaluate their approaches on a
regular basis, think back on their experiences, and adjust to the changing needs of their
pupils. Incorporating professional development opportunities guarantees that educators
stay up to date on the latest research and best practices in education, encouraging a
dedication to lifelong learning. The thorough and meticulous process of training novice
teachers covers a wide range of topics, including pedagogy, cultural competency, and
technological integration (Dvir & Schatz-Oppenheimer, 2020). Training programs are
used to develop teachers who are informed, flexible, sympathetic, and proficient in
addressing the various needs of their pupils by offering a broad and useful basis.
Comprehending Pedagogy and Educational Theory

Courses for new teachers include understanding pedagogical tactics, instructional

methodologies, and educational philosophies. This fundamental understanding aids in
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rookie comprehension of the guiding concepts of student learning and offers a theoretical
framework for efficient teaching techniques (Napanoy et al., 2021). Training courses put
a strong emphasis on the value of efficient classroom management. To provide an
organized and effective learning environment, novice instructors study methods, such as
behavior control and conflict resolution, and create a healthy classroom culture. Novice
teachers receive differentiated instruction training to help them recognize the variety of
learning needs that students have. Ensuring that every student has access to an inclusive
and supportive learning environment entails adapting instructional strategies to meet a
variety of learning styles, academic preparation, and socioemotional development.

To foster cultural competency and an awareness of diversity in the classroom, novice
instructors receive training. This entails recognizing and honoring various linguistic,
cultural, and personal backgrounds to promote an inclusive atmosphere that values
diversity. Novice instructors receive training in incorporating technology into their
teaching practices, given its significance in today's educational landscape. This includes
enhancing engagement and facilitating successful learning experiences using instructional
software, digital resources, and online platforms.

Inexperienced educators gain knowledge on how to create tests, evaluate student
performance information, and make wise instructional decisions in light of the test
findings. Teachers can determine each student's unique needs and adjust their lessons
accordingly, thanks to this data-driven method. The inclusion of students with a variety
of learning requirements, including those with disabilities, is addressed in training

programs. To fulfill the requirements of all students, novice instructors might modify
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their instruction, obtain insight into special education techniques, and work with
professionals in the field.
Professional Growth and Reflective Practice

It is recommended that new instructors participate in reflective practice,
reviewing and modifying their approaches as needed to meet the changing needs of their
pupils (Bar-Tar et al., 2020). To encourage a dedication to lifelong learning and being up
to date with the latest research and best practices in education, professional development
opportunities are incorporated into the training program (Vadivel et al., 2021). Novice
instructors go through a thorough and varied training program that blends classroom
instruction with real-world experience (Dvir & Schatz-Oppenheimer, 2020). Training
programs cover a wide range of topics related to teaching, such as pedagogy, cultural
competency, and technological integration. The goal is to produce teachers who are
competent, flexible, understanding, and capable of meeting the needs of their pupils.
Important facets of a teacher's job include teamwork and effective communication with
administrators, parents, coworkers, and students. To enhance student success, novice
teachers receive training in fostering healthy connections, leading parent-teacher
conferences, and collaborating with other professionals (Napanoy et al., 2021).
Experiences that are more firsthand, such as student teaching placements, give beginners
the opportunity to put their academic knowledge into practice in real classroom
environments. They can improve their instructional strategies, hone their teaching
abilities, and deal with the day-to-day difficulties of running a classroom, thanks to this

experience.
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Understanding Family Background through Teacher Preparation Programs
Students from low-SES families are disproportionately underrepresented in
general educational settings. According to Song et al. (2019), poverty has several
different effects on the development of students. One of these effects is a positive
relationship between poverty and the stress and psychological discomfort that students
experience. Most students from low SES deal with various forms of stress, including
those related to their social interactions, mental and physical health, and economic
situation. In this case, the detrimental effects of poverty on a student's ability to succeed
academically can be shown in several ways. With the connection between poverty and
lower levels of academic achievement among low-SES students, preservice educators
should have adequate training to teach children from low-income households (Song et al.,
2019). Preservice instructors need to foster a knowledge of the influence that poverty has
on the academic life of their students. In addition, they require the capacity to recognize
students' needs and provide them with the necessary resources. These include having the
knowledge and abilities necessary to support such students in achieving academic success
in their classes and having a strong connection with the children and their families.
When working with students who come from a variety of backgrounds,
particularly low-income ones, inexperienced teachers face substantial challenges.
According to Hilton and McCleary’s (2019) research, students from low-income families
can have challenges in the classroom. Preservice training is necessary for teachers to
assist these students. According to Song et al. (2019), unskilled teachers have a difficult

time helping children from low-income families because there are not enough social,



32

cultural, or economic resources available to them, and there are also communication
problems. According to Song et al. (2019), inexperienced teachers have a challenging
time controlling their classrooms because they may not have the necessary tools to deal
with students from different backgrounds. They also recognize that inequalities need to
be addressed to improve learning outcomes for kids from lower socioeconomic
backgrounds. Song et al. (2019) noted that this is an issue that should be addressed to
improve the educational opportunities available to children from lower socioeconomic
backgrounds. This also indicates that students should form partnerships with external
groups to supply learning materials, assist instructors and students in the acquisition of
critical skills, reorganize educator positions, and use technology to better serve children
from low-income families (Fischer et al., 2020).
Importance of Teacher Preparation Programs

Today's novice teachers are more inclined to teach students from various
socioeconomic backgrounds, yet researchers indicate they need to be more prepared to
work with students from low SES. Preservice teachers from conventional training
programs need to be more equipped to concentrate on the unique needs of students from
diverse backgrounds, such as those living in poverty. According to earlier studies,
preservice teachers frequently have inaccurate perceptions of poor students (Milner &
Laughter, 2015). However, a plethora of preservice teachers from traditional education
programs stereotype low-SES students. While teacher preparation courses that engage
with diversity in meaningful ways can dispel such misconceptions, this is only sometimes

the case. According to Hilton and McCleary (2019), instructors who hold unfavorable
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opinions about children who live in poverty often think that these pupils are less
intelligent, less cultivated, and less deserving of learning opportunities. Additionally,
Mundy and Leko (2015) discovered that many preservice teachers reduce poverty due to
a lack of resources, obscuring the more complex social problems that come with lower
SES.

Dvir and Schatz-Oppenheimer (2020) investigated the difficulties that rookie
instructors face in the classroom. They argued that teachers with little to no experience
have a hard time dealing with unforeseen educational, behavioral, and ethical challenges.
Dvir and Schatz-Oppenheimer highlighted that if educators want to overcome these
challenges, they must first understand their experiences to advance their careers.
According to Napanoy et al. (2021), preservice teachers are essential because they can
eventually become teachers in the classroom. A study was conducted to identify the
issues faced by college preservice instructors and to find potential solutions to those
challenges. According to the findings of the study, 79 future educators have difficulty
dealing with student supervisors, administrative help, students, peers, the learning
environment, cooperating teachers, and the accompanying obligations. According to
Napanoy et al. (2021), the culprits are a lack of facilities, preparation, and training, as
well as discrepancies between supervisors, peers, and students.

The rate of teacher turnover, which is an indicator of teaching instability and
school volatility, affects the results of students. Mékela et al. (2014) defined teacher
turnover as the number of teachers who leave the profession, migrate, and change

subjects. According to the findings of the study, teaching instability is most strongly
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study, younger teachers (those who are just starting out in the field) are more likely to
leave the field than older instructors due to working conditions, administration, rewards,
respect, and pupils. According to the findings of the study, first-year teachers are not
adequately prepared for the rigorous classroom environment, and the preservice training
program should be modified to better assist new teachers as they transition into the
classroom.
Training and Support Given to Novice Teachers

Training is a vital requirement if starting instructors are going to be successful in
overcoming the hurdles they face. According to Casey et al. (2020), educational
institutions of higher learning provide preservice teachers with numerous levels of
training and assistance to better prepare them to interact with kids who come from several
different kinds of families. Four actions are recommended for preservice teachers to take,
as outlined by Casey et al. (2020): (a) learn content that is pertinent to the desired area of
certification or level of certification; (b) implement strategies that are supported by
research in educational settings; (c) take certification exams in both pedagogy and
content; and (d) learn pedagogical strategies that are tailored to the needs of individual
students. Preservice teachers might not be aware of how floor robots can assist with
critical thinking and topic learning. According to this study, the use of floor robots, in
addition to other treatments, is recommended to improve learning.
Garza and Smith (2015) advocated the use of technology as a means to enhance

educational outcomes. Blogging as a way for students to engage in self-reflection is
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something that may now be incorporated into preservice teacher training because of
advances in technology (Collet, 2020; Kagar, 2020). According to Garza and Smith’s
findings, blogging is beneficial to both teaching and learning because it encourages more
self-reflection.

New teachers can better make sense of their experiences in the classroom by
engaging in reflective thinking. Garza and Smith (2015) investigated how observation
and reflection influence the professional development of preservice teachers. However,
none of the studies demonstrated how observation and reflection influence the
incorporation of classroom projects. According to Garza and Smith, preservice training
programs encourage electronic journaling; however, it is not obvious how this affects the
management of actual classrooms, particularly classrooms that do not have the resources
that are meant to supplement student teaching. These findings imply that the preservice
programs that are presently in place may not be adequate to address the needs of
beginning teachers because they are founded on subjective assumptions about the
effectiveness of the participants in managing any given classroom.

There is less cultural mismatch and more teacher retention in Title I schools when
preservice teacher preparation courses encourage cultural competency. This is especially
important in rural communities that are becoming increasingly diverse. These
characteristics equip educators to manage any teaching situation they could be employed
for or find themselves in. According to Carothers et al. (2019), the preservice teacher

preparation program at a university should assign more students from culturally,
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ethnically, and socioeconomically diverse school populations to solve the problem of
cultural mismatch and the lack of teachers.
Classroom Management

When preservice education practices that increase preparation for classroom
management are implemented, there is an improvement in the quality of teaching, as well
as in the performance of the students. Every single teacher is accountable for leading and
guiding the process of preparing their classroom as well as managing its daily operations.
Dunst et al. (2019) conducted research that consisted of a meta-synthesis of 14 different
preservice teacher training exercises and teaching quality, as well as the performance of
students ranging from preschool to college, and the attitudes and beliefs of university
students and rookie teachers. The introduction of these preservice education practices led
to enhanced levels of flexibility among rookie teachers, as well as increased levels of
classroom cohesion and student accomplishment, as stated by the researchers. A study
with three million participants and 118 meta-analyses indicated that early involvement of
teachers in pedagogical practices improved the quality of teacher training. The study was
conducted in the United States. Student teaching, faculty coaching, simulated
instructional practices, and clinical supervision were some of the various forms of
professional development that were typically implemented during the beginning of an
educator’s career. However, to be successful, these methods required the inclusion of
various additional holistic components. As a result, competent educators were produced.
Educators who adopt the strategies outlined by Dunst et al. develop the capacity to

instruct their students and encourage individual and group endeavors in the classroom.
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These techniques are needed to demonstrate an inability to train teachers how to manage
the many different classroom settings and environments that are included as part of Title
1.

Jones and Saye (2018) conducted multiple case studies in which they investigated
the beliefs and practices of two preservice teacher training program graduates while they
were working in practice settings. Before beginning their professional careers, both
graduates participated in and finished problem-based historical inquiry (PBHI) preservice
programs. Both grads had the same amount of preservice education and taught in the
same school district, yet they were assigned to different schools. It was indicated in this
study that each participant had a unique perspective on classroom practices, even though
PBHI training had an effect on their practices and beliefs. One graduate claimed that their
teaching philosophy was founded on the PBHI, whilst another graduate claimed that their
teaching philosophy was founded on the idea of preparing pupils to become responsible
citizens and that the PBHI had no influence whatsoever on their practice. These findings
included indications that even after receiving comparable preservice training, instructors’
pedagogical beliefs differed due to the roles they played in the classroom and the
personal views they held. According to the findings of the study, preservice training
programs for new teachers should not simply award diplomas but should instead
encourage new teachers to truly embrace their principles.

Freeman et al. (2013) conducted research to determine the number of states that
mandate novice teachers receive training in evidence-based classroom management, as

well as the degree to which preparation programs for novice teachers provide adequate
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instruction regardless of the demographics of the classroom, they find themselves in.
There is a significant divide between research-based classroom management and the
training that teachers receive, even though most states have implemented practices for
effective classroom management. After completing their teacher preparation program,
many new teachers find that they need additional meaningful and practical classroom
management curriculum to successfully regulate the behavior of their students.
Importance of Teacher Preparation Programs

Teacher quality depends on teacher preparation programs. Student learning and
achieving curriculum objectives at all levels depends on teacher quality. Peterson-Ahmad
et al. (2018) conducted a mixed-methods study of 164 preservice teachers to determine
their views on special needs student organization and participation. The study findings
included a high link between general and special education, so preservice teachers in both
had comparable perceptions. These parallels were stronger in identifying perceived
impediments to professional development that would help new teachers integrate into the
classroom. Special education instructors quit twice as often as general education teachers.
Special education preservice teachers think preservice training programs should increase
helpful subjects. Teacher education programs improve teachers’ abilities to address
students’ needs, but they might include more cultural and varied studies to help them
thrive in a diverse context.

Teachers should be prepared to govern the learning environment in the classroom
as part of preservice education programs, which should also support a comprehensive and

subjective grasp of societal issues. Saribas et al. (2016) investigated how taking an
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environmental education course as a preservice primary teacher affects students’ levels of
self-efficacy and environmental literacy. Fifty-eight aspiring primary school teachers
enrolled in the environmental education class included topics such as ecology, climate
change displays, and presentations. Self-efficacy, opinions on environmental usage, and
attitudes toward the environment were all shown to be greater among the participants.
The participants did not demonstrate any plausible improvements in their general concern
and understanding of environment-enhanced sentiments of environmental pollution or
teacher environmental knowledge. The results were indicative of how reflection and
observation help teacher-learners grow professionally and personally. The study results
showed that teacher preservice programs should focus on teacher education rather than
society-level training.
Perceptions of Preservice Teachers

Intrinsic motivations, such as an inexperienced teacher’s perception, can affect the
outcomes for students. Inclusion in active learning environments has traditionally been
considered an essential component of effective educational practices. Even though it
helps teachers address the needs of a diverse range of students, many preservice teachers
still have difficulty with inclusion. Stites et al. (2018) evaluated the inclusion criteria of
preservice teachers using various research methods. A total of 120 preservice teachers
from elementary and early childhood schools participated in the research. The preservice
training for these teachers came from the same university that also served the general
education and special education teachers that were selected. According to the findings of

the survey, many future teachers thought they required more mentoring and coaching as
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well as a clearly defined conceptual framework to successfully navigate inclusion and
manage a classroom full of pupils whose sociodemographic characteristics were radically
different from those they were accustomed to.

The perceptions of new teachers are influenced by their training and preparation.
According to Manasia et al. (2020), there are three aspects of a teacher’s professional
preparation that should be considered. These aspects include technical awareness and
practice, professional dedication, and self-management. There are vectors present in each
dimension. According to Manasia et al., having technical experience significantly
increases teaching practices and involvement. According to the participants, training
rarely provides sufficient coverage for areas such as self-management, professional
commitment, and comprehension and practice of technical concepts. These deficiencies
were likely to influence the novice’s capacity to properly direct a classroom (regardless
of how near the assignment was to the student teaching experience), as well as the
outcomes for the students and the likelihood that the novice would return the following
year.

As aresult of changes to the educational system, it is the responsibility of
educators, parents, and students to ensure that low-income children receive an
appropriate education. According to research conducted by the National Centre for
Children in Poverty, 38% of children under the age of 18 in the United States originate
from households with low incomes, and 17% of these children are impoverished (Koball
et al., 2021). Because of these startling statistics, it is imperative that educators seriously

consider how they might meet the educational requirements of children from low-income
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families. Some teachers have a responsibility to assist poor students in finding solutions
to problems and in their academic pursuits. According to Lavy and Ayuob (2019),
educators should encourage students from low-income families to continue their
education despite the challenges they face. Therefore, first-year teachers need to have
adequate preparation to assist students from low socioeconomic backgrounds and close
the achievement gap.

Even if there were enough first-time teachers who were prepared to teach students
from low-income families, there are not enough different types of teacher-training
programs. The importance of people acting on their own to find solutions to problems is
highlighted here. Student instructors are required to conduct studies on neighborhoods
with low incomes and compare the socioeconomic standing of those communities
(Koball et al., 2021). As a result, future educators would have a better understanding of
socioeconomic differences and more empathy for children from low-income families. In
addition, participants in a comprehensive simulation exercise may develop a more
constructive attitude towards families and children from low-income households.
According to Song et al. (2019), preservice educators can get something from
participating in activities that involve discussing poverty. Several of the course’s
instructors, however, contributed to the development of these projects. It is necessary to
try to implement teacher education programs more broadly. In this scenario, participants
in teacher training programs should be equipped to fulfill the requirements of low-income

learners and raise the academic performance of the students in their classrooms.
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Research supports the difficulties that inexperienced teachers face in the
classroom. According to AL Naimi et al. (2019), even after completing training
programs, newly certified teachers would require assistance in the early years of their
careers. They frequently encounter difficult issues that require professional training, such
as working with children from varied backgrounds, particularly children from low-
income families. In addition, the teaching profession and the working conditions in
schools present several obstacles that are uniquely difficult for educators to overcome
(AL Naimi et al., 2019). Previous research on novice educators included details of the
difficulties of juggling the many responsibilities that come with teaching. According to
Lew and Nelson (2016), additional responsibilities outside of teaching, frequent
curriculum changes, added administrative work, a growing need for technical skills, and
student diversity are examples of some of these constraints. The administration and
organization of the classroom, the number of students to be taught, the variety of students
and their levels of motivation, the evaluation, and concerns over student backgrounds can
be challenges for beginning teachers.

Students from families with a lower SES confront greater personal and academic
challenges. The fact that they come from a lower socioeconomic background does not
prevent them from having the persistence necessary to overcome such obstacles and
advance in society. Teachers can build their students’ resiliency and cultivate an
environment conducive to learning. According to Lavy and Ayuob (2019), the most
effective method for teachers to assist their pupils is to cultivate true relationships with

those students. According to Lavy and Ayuob (2019), educators who are more aware of
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the impact they have on students and who have a stronger sense of purpose in their
profession are more likely to care about and invest in their students, which results in
better relationships with those students. This not only gets new teachers ready for their
training but also makes them aware of the responsibility of ensuring that all students,
regardless of where they come from, are treated the same.

For teachers to be competent, they need extensive training to decrease the
difficulties they face in their first year of teaching. According to the findings of Taylor et
al. (2015), educational institutions train and help preservice teachers at several levels to
cater to the requirements of students from a wide range of backgrounds. To understand
how students’ sociocultural values and cultural backgrounds affect their educational
progress, preservice teachers need to undergo significant training and exposure to deal
with diversity. In addition, Casey et al. (2020) recommended that employed educators
find out more about floor robots, as these devices have the potential to enhance both
critical thinking and subject learning. It is also most important to encourage the use of
technology in the classroom. Research on the attitudes, knowledge, and perceptions of
minority students among preservice teachers is required because of the gap that exists
between students who come from various backgrounds and teachers who manage to
satisfy their needs.

To properly accommodate children from low socioeconomic backgrounds in the
classroom, novice teachers need to have a solid understanding of their students' home
situations. According to Vadivel et al. (2023), a family's socioeconomic background

determines its social and economic standing in the community's social hierarchy. This
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becomes the most key component responsible for determining a child's academic
accomplishments. The amount of money a family earns, the line of work that its members
pursue, the amount of education that family members have attained, and the
neighborhood in which they reside are the components that make up a person's
socioeconomic background. As Eo and Kim (2020) pointed out, the standards, attitudes,
and behaviors of a family are dictated by the family's SES. As an example, if a parent has
a greater SES and a higher level of education, they may discover that it is easier to be
active in their children's educational experiences. It is possible for parents to acquire the
social abilities and problem-solving strategies that, when passed on to their offspring, will
allow their children to thrive academically and then teach those talents to their children
(Vadivel et al., 2023). Therefore, students with better SES and greater levels of
educational attainment may have a higher appreciation for learning, more positive
perspectives, a stronger career perspective, and may apply more effective learning
techniques than students whose parents have a lower SES and lower levels of education.
Teacher Training Programs

The most important aspect of accommodating low-SES students by novice
teachers is through proper and adequate teacher training programs. The level of care and
education students get from their teachers depends significantly on the level of training in
the programs that prepare them. The quality of the teacher has a direct bearing on the
amount that students learn and their capacity to achieve the goals set out by the respective
curricula at all grade levels. Al Darwish and Sadeqi (2016) investigated the influence a

teacher training program had on potential educators by observing its impact on preservice
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teachers. As a result of the training, the participants reported improved self-awareness
and confidence in their abilities and areas of competence, as demonstrated by the results.
According to the study's findings, preservice teacher programs significantly impacted the
preservice teachers' ability to increase their educational outcomes, as well as their
teaching practice competency and ability to plan and prepare effective lessons. According
to Wilson et al. (2020), preservice teacher programs had a significant impact on the
preservice teachers' ability to increase their educational outcomes, as well as their
teaching practice competency and their ability to include all students' needs.

Another important aspect of preservice training programs is that it helps novice
teachers to develop positive interactions with the students. Lavy and Ayuob (2019)
suggested that relationships between teachers and students are one of the most reliable
determinants of students' health and well-being and their levels of motivation, social
conduct, academic engagement, and academic accomplishment. To be more specific,
students' perceptions that their instructors care for them were linked to these children's
self-esteem, well-being, and engagement in school, and teachers' drive to interact with
their students was a predictor of teachers' ability to educate and provide social support to
their students effectively. According to Lavy and Ayuob, the consequences may be even
more important for connections between instructors and students from low SES. This is
because students from low SES need more support resources on which to depend in
situations of need and may have fewer adult relationship figures available to them.
Furthermore, beyond their impact on students, instructors' connections with their pupils

also help teachers' capacity to perform effectively. This is because of the possible
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contribution that these relationships have to the environment of the classroom as well as
to the internal resources of the teachers. Therefore, they may lessen teachers' difficulties
at work and raise their ability to deal with challenges.

Teacher preparation programs have attracted attention as academics and
practitioners strive to understand ways to ensure that trainees are competent to teach all
learners, and that district staff can control turnover rates in their teaching staff. Even
while teacher education programs result in large numbers of graduates interested in
becoming teachers, not all graduates go on to the career education sector (Casey et al.,
2020). More information is needed about the percentage of people who graduate from
schools that prepare teachers but do not go on to work in the profession. The training that
would-be novice teachers get when enrolled in teacher preparation programs and
throughout the initial years of teaching is another problem that prospective novice
instructors face. According to Wilson et al. (2020), the turnover rate in the teaching
profession is greater than the change rate in other professions, and the turnover rate in
beginning teaching positions is higher than the attrition rate in other teaching positions.
Through a service-learning field experience, the preservice teacher mentorship program
has been developed to prepare future teachers to work in settings that include a high
number of students from low-SES backgrounds and high levels of diversity.

Students from low-SES backgrounds often face additional challenges in the
classroom that can impact negatively their academic achievement if not properly
addressed by teachers. As such, it is critical that teacher preparation programs adequately

equip novice teachers with the knowledge, skills, and dispositions needed to support the
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needs of low-SES students. This literature review synthesized research from the past five
years regarding how novice teachers describe their preservice preparation to support
students from economically disadvantaged backgrounds.
Importance of Preparing Teachers to Support Low-SES Students

Extensive research highlights the unique needs of students from low-SES
backgrounds as well as the achievement gaps that persist between low-SES students and
their more advantaged peers (Berkowitz et al., 2017; Gagnon & Mattingly, 2016).
Poverty and associated risk factors make it more difficult for low-SES students to thrive
academically. However, researchers also indicated that teachers could make a profound
difference in the lives of disadvantaged students when they employ evidence-based and
equity-focused instructional practices (Gagnon & Mattingly, 2016). As such, it is
essential that teacher preparation programs equip novice educators with the specialized
knowledge and skills required to support the needs of low-SES children. Without proper
training in this area, new teachers enter the classroom unprepared to address factors that
disproportionately impact low-SES students, which can inadvertently exacerbate
achievement gaps.
Novice Teachers Feel Underprepared

Despite recognizing the importance of tailored preparation, most of the recent
research includes suggestions that novice teachers generally feel underprepared by their
teacher education programs to meet the needs of low-SES students. In multiple
nationwide surveys, less than one-third of new teachers reported feeling well trained to

address learning needs stemming from poverty (Redding & Henry, 2019). Areas
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commonly identified as gaps in their preparation include building relationships with
families and communities, creating positive and equitable learning environments,
teaching social and emotional learning, and employing culturally relevant practices
(Redding & Henry, 2019). Without such skills that are critical for supporting struggling
students from challenging backgrounds, novice teachers feel ill-equipped to help some of
the students who need it most.

Other studies, including examinations of the perceptions of specific subsets of
teachers, have had similar findings about feeling underprepared by teacher education
programs for meeting the needs of low-SES students. In one study of novice rural
educators in high-poverty schools, most felt their preparation was oriented towards
middle-class suburban environments and failed to provide differentiation for rural
contexts or high-needs populations (Burton & Campbell, 2018). Similarly, a study by the
National Board-certified exceptional needs teachers working in special education
included findings that they felt inadequately prepared to serve students living in poverty,
both through their traditional certification programs as well as their advanced National
Board certification (Anderson et al. 2022). Such findings included affirmations of
consistent trends across contexts around new teachers feeling underprepared by their
university-based preparation programs for addressing educational inequities associated
with poverty.

There have been calls for more with an intentional focus on poverty and equity.
Researchers have documented perceived gaps in preparation for supporting students with

low SES, and many scholars argue that teacher education programs should focus more
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intentionally on issues of poverty and educational inequity. As an example, Gagnon and
Mattingly (2016) advocated centering teacher preparation curriculum around a “poverty-
based pedagogy” grounded in the sociocultural realities’ students living in poverty face at
school and in their communities (p. 232). Others suggested that programs aiming to foster
more equitable student outcomes must prioritize preparing teacher candidates. According
to Burton and Campbell (2018), “to apply a critical and structural analysis of disparities”
impacting marginalized students in the classroom (p. 370). Teacher educators must bring
awareness to such socioeconomic inequities in schools and equip novice teachers with
practical tools to counter biases and foster more equitable opportunities for struggling
students (Redding & Henry, 2019). Without purposefully embedding a lens of economic
justice across the teacher training curriculum, programs will continue to graduate new
teachers who feel unprepared to mitigate educational barriers associated with poverty.
Evidence-Based Practices for Supporting Low-SES Students

Although the research highlights room for improvement in preparing new teachers
to address issues of educational inequity around poverty, scholars also point to evidence-
based practices that should be emphasized in training programs. These include practices
aimed at nurturing caring relationships, fostering inclusive classroom communities,
employing culturally sustaining pedagogies, and partnering with families and
communities.
Caring Teacher-Student Relationships

Extensive research studies have underscored the vital role caring teacher-student

relationships play in positive student outcomes, especially for marginalized students from
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low-SES backgrounds who are more apt to face adversity outside of school (Berkowitz et
al., 2017). As such, scholars argued teacher preparation should equip novices with
strategies for building warm, safe, and respectful classroom environments where each
student feels valued and supported (Redding & Henry, 2019). Coursework and clinical
placements should allow candidates to learn practical relationship-centered practices,
such as morning greetings, regular check-ins, identity-affirming rituals, cooperative
learning structures, and restorative circles for facilitating connection and trust (Gagnon &
Mattingly, 2016). By fostering strong teacher-student relationships grounded in genuine
care, novice teachers can help combat the negative effects of trauma and adversity
experienced by many low-SES students.
Inclusive Classroom Communities

Teacher education must prepare novice educators to facilitate inclusive classroom
communities that honor all students’ identities while upholding elevated expectations for
each learner (Redding & Henry, 2019). Course readings and activities should bring
awareness to implicit biases around race and class that negatively impact low-SES
students and equip candidates with inclusive teaching practices to foster a positive
classroom culture (Anderson et al., 2022). As an example, training in practices, such as
culturally responsive classroom management, prepares new teachers to respond equitably
to students by acknowledging cultural norms without lowering behavioral expectations
(Gagnon & Mattingly, 2016). Novice teachers should also be prepared to adapt traditional
parent involvement models to foster greater collaboration with families from

marginalized communities who often face barriers to traditional involvement. By learning
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to establish classrooms that embrace each child’s cultural assets with high standards for
all, novice teachers develop mindsets and practices to counter deficit views that
negatively impact many low-SES students.
Culturally Sustaining Pedagogies

Teacher preparation must also equip novice educators to employ culturally
sustaining instructional approaches that leverage low-SES students’ cultural knowledge
and backgrounds to make learning relevant and effective (Paris & Alim, 2017). Course
readings should expose candidates to scholarship on how traditional instruction often
fails to connect with low-income students’ cultural experiences, thereby hampering
engagement and achievement. Then, teacher educators should provide hands-on training
in strength-based pedagogies that sustain linguistic, literate, and cultural pluralism within
classroom learning. As an example, classes can model practices, such as contrastive
analysis, linguistic modeling, or cultural simulations, that bridge home and school
experiences for marginalized student groups (Paris & Alim, 2017). By implementing
such culturally sustaining approaches that tap into low-SES students’ pluralistic
knowledge and backgrounds, novice teachers use one of the most powerful levers—prior
experience and culture—to enhance student learning.
Family and Community Partnerships

Teacher preparation must adequately prepare novice educators to engage
students’ families and communities for low-SES students who often face language
barriers, lower traditional parental involvement, and resource constraints at home

(Redding & Henry, 2019). Coursework should bring awareness to common obstacles
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disadvantaged families face, as well as counter deficit narratives plaguing marginalized
communities. Teacher candidates should be trained in relationship-centered practices for
fostering robust school-home partnerships, such as home visits, regular communication in
parents’ home language, offering family workshops, or identifying community support
services (Gagnon & Mattingly, 2016). By establishing strong family and community ties,
novice teachers open vital lines of communication and sources of socioemotional support
that research shows enhance outcomes for vulnerable student groups (Berkowitz et al.,
2017).

In summary, scholars argue teacher preparation must equip novice educators to
counter educational inequities linked to poverty by implementing relationship-centered,
culturally sustaining, and equity-focused instructional practices. According to Abel et al.
(2018), the conflicting realities of practicing teaching and the beliefs associated with
teaching make it even more difficult for new teachers to navigate new teaching
environments. By adequately preparing candidates with such evidence-based approaches,
teacher education programs can empower the next generation of teachers to help shrink
achievement gaps for low-SES students.

Areas for Further Study

While emerging insights highlight perceived gaps in supporting low-SES
students, as well as suggested practices for teacher preparation programs aiming to fill
those gaps, further research is warranted. First, more empirical work is needed to
examine the specific aspects of university-based teacher education that effectively equip

novice teachers to address issues of educational inequity associated with poverty (Burton
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& Campbell, 2018). Such scholarships would provide an evidence base for enhancing the
poverty and equity focus on teacher training standards and would help programs improve
targeted learning opportunities for candidates. Additionally, further research should
explore the impacts of teachers’ socioeconomic backgrounds, life experiences with
poverty, or levels of intercultural competence on their perceived readiness and actual
ability to support low-SES students (Gagnon & Mattingly, 2016). Such an inquiry could
aid teacher education by identifying candidate selection criteria or targeted support that
help foster a more poverty-responsive teaching workforce beyond traditional curriculum
alone. Finally, longitudinal inquiry assessing the long-term impacts of enhanced equity-
focused teacher preparation on novice teachers’ practices with low-SES students and
associated student outcomes merits further exploration (Anderson et al., 2022). Although
a poverty-centered focus shows promise for closing preparation gaps, an empirical study
of resulting teaching practices and student achievement over time is needed. Ultimately,
building such research could help strengthen and sustain efforts to enhance teacher
readiness for serving students challenged by poverty.

While teacher preparation programs aim to prepare novice educators for meeting
the needs of all students, extensive research shows new teachers consistently report
feeling underprepared by their training to address barriers associated with poverty that
hinder many students’ learning. Scholars argue teacher education must take a more
intentional approach, embedding issues of economic inequality and evidence-based
mitigation strategies into curriculum, coursework, and clinical experiences. By

inadequately preparing candidates for the instructional realities of low-SES school



54

settings, teacher education inadvertently perpetuates achievement gaps. Alternatively,
enhanced equity-focused teacher preparation holds the potential for closing opportunity
gaps for struggling students. Further study of practices that yield more poverty-
responsive novice educators is warranted. Ultimately, the goal remains to ensure all
teacher candidates develop knowledge, skills, and mindsets to facilitate robust learning
for students from all socioeconomic backgrounds.

To effectively support novice teachers in preparing to work with low-SES
students, it is crucial to consider the pedagogical approaches and support systems
available. In the literature, there is an emphasis on the importance of teacher preparation
programs in equipping novice teachers with the necessary skills and attitudes to address
the needs of low-SES students (Abel et al., 2018). Novice teachers need to be trained to
notice students' sense-making and respond more equitably, which requires ongoing
efforts to systematically design and refine supports for novice teacher learning (Abel et
al., 2018). Additionally, preservice training programs have been found to provide novice
teachers with some skills and confidence in inclusion, but more in-service training is
required (Stolz, 2019). In addition, pedagogical approaches in the literature also included
the underscoring of the challenges faced by novice teachers, such as classroom
management issues and administrative support in low-SES schools (Saleem et al., 2021).
Novice teachers are often given low-achieving and overcrowded classes at the start of
their careers, which can significantly impact their ability to effectively support low-SES
students (Saleem et al., 2021). Furthermore, the quality of teachers in low-SES schools

has been identified as a critical factor affecting students' academic outcomes (Li, 2020).
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Low-SES schools are more likely to have less academically qualified teachers,
highlighting the importance of addressing teacher quality and support in these settings
(Li, 2020).
Summary

In this chapter, existing scholarly literature related to teacher preparation
programs was reviewed. The literature review revealed many ways in which novice
teacher preparation may be used to help students from varied backgrounds. In addition, it
is evident that many studies on these topics focused on how preservice teacher training
programs might benefit from using digital technologies. From the literature reviewed,
each of the fundamental components of the training programs is identified, in addition to
their potential benefits and primary applications in the many different student scenarios
examined. From the studies reviewed, the education that teachers get plays a crucial role
in improving the overall well-being of the students in their classrooms. However, the
studies did not include addressing novice teachers' perceptions regarding their
preparation to support low-SES students and the effectiveness of their preservice teacher

preparation programs.
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Chapter 3: Research Method

Introduction

In this study, I explored the descriptions of preservice preparation of novice
teachers to support low-SES learners. In this chapter, I provided an outline of the research
design, research participants, instrumentation, procedures of data collection and analysis,
rigor and trustworthiness, and ethical considerations.

Research Design and Rationale

I used a generic qualitative research design in this study to investigate the
experiences of novice teachers regarding their preservice preparation to support low-SES
learners. I chose this research design for its appropriateness for delving into the
subjective accounts and perspectives of the participants (see Creswell & Poth, 2016).
This qualitative approach was used to create a comprehensive exploration of the essence
and meaning of individuals' experiences within the educational context (Kostere &
Kostere, 2021).

The basic qualitative research design was useful for an in-depth examination of
participants' perspectives, encouraging them to articulate their experiences, perceptions,
and challenges (Creswell & Creswell, 2018). This methodological approach resulted in
the collection of rich qualitative data essential for identifying areas for improvement in
preservice teacher preparation programs (Creswell & Creswell, 2018). Furthermore, this
research design is well-suited for capturing the diverse and unique viewpoints of novice
teachers (Kostere & Kostere, 2021). Given the variability in preservice preparation

experiences influenced by personal backgrounds, training programs, and instructional
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contexts, the generic qualitative approach is suitable for the exploration of individual
differences while also identifying common themes and patterns (Creswell & Creswell,
2018).

While other research designs, such as narrative research, case study, and grounded
theory offer valuable insights, they may not have adequately captured the nuanced and
subjective nature of novice teachers' experiences (see Nigar, 2020). These designs may
prioritize statistical analysis or causal relationships, which may not have aligned with my
primary objective for this study. I chose a basic qualitative research design because it was
a suitable framework for exploring the experiences and descriptions of preservice
preparation among novice teachers.

Role of the Researcher

In my study, I acted as the primary instrument for data collection and analysis, as
is characteristic of qualitative research (see Creswell & Poth, 2016). My role involved
designing the study, conducting interviews, analyzing qualitative data, and interpreting
the findings. My background, including prior knowledge and professional experience in
education, served as both an asset and a potential bias to be managed. I employed
reflexive practices by maintaining a research journal to document preconceptions,
thoughts, and evolving interpretations during the study (see Lincoln & Guba, 1985). I
also established rapport with participants to create an environment conducive to open and
honest communication (see DZwigot, 2020). This included adopting an empathetic and
non-judgmental stance to encourage participants to share their genuine experiences and

perceptions (Merriam & Tisdell, 2016).
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Ethical considerations were central to my role. I ensured informed consent from
all participants, and I took measures to safeguard confidentiality and privacy. I assured
participants that their identities would remain anonymous and that their responses would
be used only for this study. Additionally, I remained vigilant in mitigating any potential
power imbalances or undue influences during the data collection process. Lastly, I
adopted a systematic approach to data collection and analysis using thematic analysis to
ensure consistency and accuracy (see Braun & Clarke, 2022). This process involved
iterative data analysis and crosschecking of findings to enhance the credibility and
trustworthiness of the study's outcomes.

Methodology

I used the conceptual framework to approach and assess the data in this study.
When going through the transcripts, I used Vygotsky’s sociocultural theory and the idea
of culturally sustaining pedagogy to focus on how participants described their
interactions with students from different backgrounds. It was not just about whether
teachers mentioned diversity, but it was about how they responded to it. I assessed if they
were scaffolding understanding and aware of their students’ cultural context. I used those
aspects to discern the depth or lack of cultural responsiveness in their practice.

Bandura’s social cognitive theory was applicable to understanding teachers’
preparedness in the classroom. Self-efficacy was evident in the way they talked about
managing behaviors or adapting to tough classroom dynamics. When someone said they

felt like they were “just surviving,” it was hard not to see the cracks in their preparation. I
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used Bandura’s theory to connect those feelings to bigger patterns about how teacher
beliefs impact their actual practice, especially in challenging environments.

Bronfenbrenner’s ecological systems theory was also useful. I used this theory to
examine how participants talked about factors beyond the classroom like family
instability, community violence, or lack of support systems. These were not just
background details but were part of the story. I used this theory to frame the idea that
teachers are not just working with students in isolation. They are navigating a web of
influences that stretch far beyond school walls. As a result, the analysis became less
about isolated classroom struggles and more about how those struggles are shaped by
broader systems and environments. All of these perspectives wove together to ensure that
the emerging themes stayed rooted in the real-world complexity of teaching in low-SES
contexts. The framework made the findings not just descriptive but meaningful.
Participant Selection Logic

In my study, I used a purposive sampling technique to select participants who
finished their preservice program to teach low-SES learners. In this sampling technique,
the participant is selected if the individual meets the characteristics of the sample needed
(Etikan et al., 2016). I used the purposive sampling technique to handpick preservice
teachers who met the following criteria:
1. Recent graduates. Only teachers who have finished their preservice program recently

could participate in the study.
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2. Preservice preparation to teach low-SES learners. The research participants would
have finished a preservice program that is centered on educating students of low
SES.

3. Novice teachers. The participants had to be in their initial 3 years in the teaching
profession.

4. Active classroom teachers.

The participants needed to be teaching in a classroom. Selecting participants using
these criteria allows the collection of in-depth and relevant information regarding
preservice preparation and how it affects their capability to provide support to low-SES
learners. To verify that potential participants met all the eligibility criteria, a brief
screening process was conducted. After identifying possible participants, I sent a pre-
screening questionnaire along with the invitation email. This questionnaire included
requiring them to confirm key details such as the year they completed their preservice
training, the focus of their preparation program (specifically regarding low-SES learners),
their current teaching status, and their total years of teaching experience. Only individuals
who met all the predefined criteria were invited to participate in the study and received
the consent form.

Doing this process gave access to a diverse pool of study participants with the
necessary knowledge and experience relevant to the research questions. The approach
was relevant to the main research question as the research focused on novice teachers
who had finished their preservice preparation in educating students from low-income

families. After acquiring the list of potential participants, I contacted them through email,
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introduced them to the study, and asked them to participate. The email contained a short
explanation of the study’s purpose, the role of the participants in the study, and the time
that it would be taken. Additionally, the email had a consent form for the potential
participants to sign and send back before participating in the study. A total of 12 novice
teachers were selected to take part in the study.

Instrumentation

The primary data collection method for this study was semistructured one-on-one
interviews that I conducted with 12 participants. Semistructured, one-on-one interviews
are a qualitative data collection technique that is an exploration of participants'
perspectives and experiences in detail (Nardi et al., 2020). I developed the interview
protocol based on research questions and the literature review. The interview protocol
included open-ended questions to explore novice teachers’ descriptions of preservice
preparation to support low-SES students (Labinjo, 2021). The interview protocol was
pilot tested with two novice teachers who were not included in the final sample.

The interviews took place in a conversational format, permitting flexibility in the
discourse while at the same time ensuring all major topics were covered. I transcribed the
interviews and sent copies of the transcriptions to the participants to verify their accuracy
or provide additional explanations. I took field notes from the responses to capture
nonverbal cues and contextual information. The use of semistructured, one-on-one
interviews allows for rich and detailed data to be collected (Eppich et al., 2019), which
was necessary to explore the complex and multifaceted nature of novice teacher

preparation for low-SES students. The interviews involved open-ended questions that
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allowed participants to express themselves fully (Labinjo, 2021). The interviews covered

the following topics:

1. The participants’ background.

2. Their experiences teaching students of low SES.

3. Their preservice preparation.

4. The participants’ perceptions of the effectiveness of their preservice preparation in
readying them to work with low-SES learners.

Procedures for Recruitment, Participation, and Data Collection

I collected data using semistructured one-on-one interviews with the selected
participants. I conducted the interviews through non-video Zoom and recorded and
transcribed them for analysis. I analyzed the data collected using a thematic analysis
technique. This approach involved identifying themes and patterns in the data related to
the descriptions of novice teachers’ preservice preparation to work with low-SES learners
(see Lochmiller, 2021). The analysis included an insight into the effectiveness of
preservice preparation programs in preparing novice teachers to support low-SES
students, and it pointed out areas for improvement (Sundler et al., 2019).

The process of data analysis followed five steps. The first step involved
transcribing audio recordings from the interviews to convert the spoken language into
words and documentation of pauses, nonverbal cues, and other relevant data. The next
step involved familiarizing myself with the data through reading and rereading the text to
comprehend the information better. This was followed by coding and assigning labels to

data segments that held similar concepts or ideas. Coding was done manually to ensure
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no data were distorted or lost. After coding, the next step involved identifying themes by
grouping similar codes to create overarching themes. The next step involved reviewing
the themes to consider how adequately they represented the data. The final step was
interpreting the collected data to get meaningful insights and conclusions related to the
research questions. I used the NVivo software in the data analysis process. The software
is modeled to assist in managing and organizing qualitative data and is key in thematic
analysis. Finally, I presented the emerging themes in narrative form with direct
quotations from the study participants.
Data Analysis Plan

The analysis followed the six steps of thematic analysis as outlined by Braun and
Clarke (2019).
Step 1: Data Familiarization

The first step in the analysis process involved immersing in the data to gain an
understanding of the content and context of the participants’ responses. This step laid the
foundation for effective coding and theme generation. The data consisted of interview
transcripts from 12 novice teachers, John 1 to 6 and Jane 1 to 6, who shared their
experiences and perceptions regarding the preparation they received to teach low-SES
students. Each transcript was read multiple times to ensure familiarity with the
participants' narratives, challenges, and suggestions. During the initial readings, the focus
was on capturing the overall tone, key ideas, and notable patterns in the data. I recorded

observations such as memos or notes, noting recurring terms, unusual expressions, or
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potentially significant insights. These notes served as guiding points during the
subsequent coding phase.
Step 2: Generating Initial Codes

I familiarized the data and generated initial codes, which involved breaking the
data into smaller, meaningful units that represented distinct ideas or concepts. I
conducted the process manually, using an inductive approach to ensure that the codes
emerged directly from the participants' responses rather than being pre-determined. I did
line by line coding; I labeled each text segment that appeared significant or relevant to
the research questions with a concise code that captured its essence. For example, I coded
responses describing a lack of preparation for teaching in low-SES environments as
unpreparedness, while statements about limited practical training as on-the-job learning.

In total, during this phase I identified 127 initial codes. This included a wide
range of ideas from the data. These codes varied in specificity, focusing on challenges,
such as lack of resources, while others captured cultural competency. I created each code
to help understand the participants' intended meaning while maintaining accuracy. To
ensure consistency, I reviewed the codes multiple times to confirm they accurately
represented the corresponding text and did not overlap unnecessarily. After I identified
the codes, some codes were recurring so many times in different interview transcripts
and, therefore, I had to be code as one code. Some codes appeared repeatedly across
multiple interview transcripts. For instance, many participants described themselves as
feeling unprepared to handle behavioral challenges in the classroom. I grouped these

recurring mentions under the code basic management. This process helped consolidate
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similar responses into unified codes for consistency and clarity. This process narrowed
down the coding process to 65 total codes. Among the most common codes were
unpreparedness, cultural competency, basic management, and lack of resources, which
appeared across the 12 interviews.

Step 3: Searching for Themes

The initial generation of themes was a result of the coding process. I coded the 65
codes with the participants' sentiments to develop themes. I grouped codes related in
context and almost the same meaning manually in a table. This was an iterative process
as sometimes codes with the same meaning could be placed in different categories. This
process resulted in 14 themes comprising at least four codes and several direct quotations
from participants' words. For example, the theme of lack of focus on socioeconomic
issues emerged from codes like SES modules, general theories, and on-the-job learning.
Similarly, inadequate cultural competency training was formed from codes such as brief
training and diversity focus. Other themes, such as limited practical experience and
classroom management struggles, were formed from codes like lack of exposure and
ineffective techniques.

The themes also highlighted teachers' challenges in implementing the skills they
learned during training. Resource utilization issues, formed from codes like lack of
resources and Ill-equipped, pointed to the lack of resources designed for low-SES
students. At the same time, the theme of navigating external barriers emerged from codes
like parent involvement and support network, showing how external factors hindered

teachers' ability to engage with students effectively. Themes like curricular modifications
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and field experiences were based on codes such as low-SES focus and diverse
placements, underscoring the need for a curriculum that addresses the unique challenges
of low-SES students and for more practical field experiences in these environments.
Step 4: Reviewing the Initial Themes

I shaped themes like mentorship enhancements and ongoing professional
development with codes like tailored mentorship and continuous training, reflecting
participants' desire for more personalized and ongoing support. The iterative process of
grouping related codes, along with direct quotations from participants, helped reveal the
underlying perceptions of the interviewees. Finally, four themes emerged from the 14
initial themes. The final themes emerged as a result of systematically refining and
consolidating the initial themes based on shared characteristics, underlying patterns, and
interconnected codes. This process involved identifying the essence of each group of
initial themes and grouping them under more cohesive themes that captured the core
issues highlighted by participants.
Step 5: Naming Themes

Theme 1, gaps in preservice training emerged by combining the initial themes of
lack of focus on socioeconomic issues, inadequate cultural competency training, and
limited practical experience. These initial themes all pointed to deficiencies in teacher
training programs regarding low-SES student preparation. For example, codes such as
SES modules and general theories from lack of focus on socioeconomic issues showed
that training often emphasized theoretical knowledge without practical applications for

low-SES contexts. Similarly, codes like cultural competency and limited understanding
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from inadequate cultural competency training showed the brief and superficial nature of
diversity training. Finally, the theme limited practical experience, with codes like
teaching placement and no SES exposure, pointed to a lack of hands-on opportunities in
low-SES environments. These themes shared a unifying issue: the preservice training
inadequately prepared teachers to navigate the realities they encountered in the
classroom.

The second theme that emerged was the challenges faced by SES trainers in
classroom application. This theme was derived from initial themes such as classroom
management struggles, resource utilization issues, and navigating external barriers. These
initial themes reflected the practical difficulties teachers faced when attempting to apply
their training in real-world, low-SES classrooms. Codes like basic management and
inadequate skills from the initial theme of classroom management struggles revealed gaps
in low-SES student’s classroom strategies. Additionally, resource utilization issues
highlighted the lack of tools and materials. This was evidenced by codes like resource
gap and SES resources. The final component, navigating external barriers, with codes
such as parent involvement and community connections, showed the external challenges
teachers faced, such as building family and community engagement. These challenges
shared a common theme of practical constraints in translating teacher training into
effective classroom strategies.

The third theme was preparation programs to support low-SES students. This
theme integrated initial themes like curricular modifications, field experiences, and

mentorship enhancements, which were all potential improvements in teacher preparation.
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Codes such as SES training and economic challenges from curricular modifications
suggested that teacher training curricula should include more content focused on the
unique needs of low-SES students. Similarly, field experiences, with codes like diverse
placements and real-world learning, emphasized the need for practical exposure to low-
SES school environments. Lastly, mentorship enhancements, with codes like focused
guidance and practical support, indicated the importance of mentorship tailored to
challenges in low-SES settings. The unifying characteristic of this theme was the call for
systemic changes in teacher preparation programs to better equip educators for the
realities of low-SES teaching.

The fourth and last theme was mental health challenges among students. This
theme emerged from initial themes such as emotional and social support needs, trauma-
informed practices, and understanding external stressors. I connected these themes
through a shared focus on the mental health and emotional well-being of low-SES
students. For instance, codes like anxiety issues and stressors from emotional and social
support needs showed the prevalence of mental health challenges among these students.
Trauma-informed practices connected with codes like trust building and restorative
practices. These themes reflected the strategies to address the psychological impacts of
poverty and instability. Lastly, understanding external stressors, with codes such as
housing instability and food insecurity, pointed to the external factors affecting students'
emotional health. Together, these themes brought the theme of mental health challenges
faced by low-SES students and the need for teachers to adopt supportive, trauma-

informed approaches.
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Step 6: Reporting Findings

I organized the themes into ideas supported by illustrative participant quotes as
the final step. The themes are aligned with the research questions in this section. This
stage ensure that the opinions of the participants are voiced, and their experiences
conveyed. The findings are presented in the findings chapter.

Issues of Trustworthiness

I used several measures to ensure this study was trustworthy and rigorous.
Trustworthiness implies the research findings are credible and dependable, whereas rigor
refers to the accuracy and thoroughness of the study process (Shufutinsky, 2020). The
measures include conducting member checks with all study participants to ensure that the
data collected reflect the participants’ perceptions and experiences. The member-
checking process involves the researcher presenting the study findings to the research
participants to ensure that data are accurate and authentic (Rose & Johnson, 2020).
Member checking enhances the reliability and validity of the research results by giving
participants an opportunity to review and provide feedback on the collected data.
Credibility, transferability, and confirmability ensured methodological rigor and
trustworthiness. I achieved verification and reliability using triangulation and reflective
journaling (Amin et al., 2020). These steps verified the data and findings.

An audit trail was maintained to indicate all decisions made throughout the research
process. The audit trail includes the research questions, the interview protocol, the data
collection and evaluation procedures, and other modifications made during the research

process. The audit trail was used to facilitate accountability and transparency of the study
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process and allows other researchers to replicate the research findings in the future (Amin
et al., 2020). Third, two free-spirited researchers were used to handle the data analysis
process to improve the dependability and accuracy of the research. I independently coded
the data collected and compared the findings to determine whether there were any
inconsistencies or discrepancies. All arising disagreements were discussed and resolved
through consensus. This process increased the validity and reliability of the research
findings.

In addition, the use of triangulation is important to verify the consistency of the
themes uncovered across the entirety of the data sources (transcripts and field notes)
obtained through the Zoom meetings. Triangulation involves using multiple methods or
data sources to confirm the findings (Dzwigol, 2020). In my study, I used triangulation
when comparing the themes identified in the interview transcripts with the themes
identified in the field notes. This process helped me ensure the themes' consistency and
accuracy across the data sources. Finally, I kept a reflexive journal noting reflections on
the research procedure and any potential assumptions or biases, including those biases
and assumptions related to the zooms. Reflexivity gave me a chance to reflect on their
role in the research process and document any acts that may have influenced the research
findings (Dodgson, 2019). I kept a reflective journal documenting thoughts, processes,
and decision-making throughout the process. This enhanced the transparency and

credibility of the study results.
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Ethical Procedures

I conducted this study following the ethical guidelines outlined by Hasan et al.
(2021). I obtained the written informed consent from all study participants before they
took part in the study. The informed consent form elaborated on the procedures of data
collection, the benefits and risks of participation, and the rights held by participants to
withdraw from the research at any point without penalty. The form clearly outlined the
confidentiality that would be accorded to the data, and that identifying information would
be omitted to protect the privacy of the study participants. All the data were then re-
identified to protect the participants’ confidentiality. Codes and pseudonyms were used to
represent the study participants in the research material (i.e., field notes and interview
transcripts). The data collected were kept on a password-protected computer, which I was
the only one with access to this data. Research trustworthiness depended on ethical
practices. The study was credible due to participant transparency and ethical conduct
(Amin et al., 2020). Data protection, informed consent, and confidentiality were
strategies.

No identifying information (addresses, phone numbers, names) was included in
the data collected, and the same was secured separately from the research information to
avoid cases of accidental disclosure. Additionally, measures to eliminate potential
discomfort or harm to the study participants were set. This included ensuring that the
interview process was not long or emotional and that the process took place at a

convenient place and time for the interviewees. The participants were informed that
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participating in the research was voluntary and that they were free to withdraw from the
study at any point.
Summary

This chapter outlined the methodology used in this study. The chapter discussed
the study design and the rationale for the study method. Generic qualitative research
design was employed to investigate the experiences of novice teachers regarding their
preservice preparation to support low-SES learners. The chapter also outlined my role as
the researcher responsible for designing the research, conducting interviews, and ensuring
ethical procedures. I collected data using semistructured interviews with the selected
participants. I conducted the interviews through Zoom with no video recorded and
transcribed for analysis. The analysis followed the six steps of thematic analysis as
outlined by Braun and Clarke (2019). The issues of trustworthiness, such as credibility,
transferability, and dependability, were discussed in this study. I conducted the study
following the ethical guidelines by ensuring informed consent confidentiality and

protection of data.
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Chapter 4: Findings

Introduction

In this chapter, I present the findings of my study in which I investigated novice
teachers' perceptions about their preservice preparation towards effective support for low-
socioeconomic status students. I examined the challenges educators faced, gaps in
training, and how to support students from low-SES backgrounds. The recurring themes
that emerged from the semistructured interviews completed with novice teachers were
inadequate practical exposure, limited training in cultural competency, and insufficient
resources in low-SES contexts. The findings have been thematically analyzed to reveal
patterns and inform recommendations for enhancing preservice teacher preparation
programs.

Demographics

I conducted interviews with 12 novice teachers who had between 1 and 3 years of
teaching experience after recently completing their preservice preparation programs.
Participants were drawn from various public schools in two states to provide varied
teaching environments and socioeconomic contexts. The vast majority of the participants
taught in schools with a predominantly low-SES population where resources were
limited, student mobility was high, and economic instability was common. Therefore, a
few participants had started teaching experiences in middle-income schools before
transitioning to low SES environments, thus offering contrasting views on classroom

dynamics and the needs of students. Their experiences, coming from urban to rural
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schools, thereby provided insights into the connection between training, actual
application in the field, and the demands of teaching within a low-SES setting.
Data Collection

I collected data using semistructured one-on-one interviews with the selected
participants. I conducted the interviews through Zoom and then recorded and transcribed
them for analysis. I analyzed the data through a thematic analysis technique. This
approach involved identifying themes and patterns in the data related to the descriptions
of novice teachers’ preservice preparation to work with low-SES learners (Lochmiller,
2021). The analysis included an insight into the effectiveness of preservice preparation
programs in preparing novice teachers to support low-SES students and pointed out areas
for improvement (Sundler et al., 2019).

Data Analysis

For this data analysis, I followed the six steps of thematic analysis as outlined by
Braun and Clarke (2019).
Step 1: Data Familiarization

The first step in the analysis process involved immersing in the data to gain an
understanding of the content and context of the participants’ responses. I used this step to
lay the foundation for effective coding and theme generation. The data consisted of
interview transcripts from 12 novice teachers, John 1 to 6 and Jane 1 to 6, who shared
their experiences and perceptions regarding the preparation they received to teach low-
SES students. I read each transcript multiple times to ensure familiarity with the

participants' narratives, challenges, and suggestions. During the initial readings, my focus
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was on capturing the overall tone, key ideas, and notable patterns in the data. I recorded
observations such as memos or notes, noting recurring terms, unusual expressions, or
potentially significant insights. These notes served as guiding points during the
subsequent coding phase.

Step 2: Generating Initial Codes

Once familiarized with the data, the next step was generating initial codes, which
involved breaking the data into smaller, meaningful units that represented distinct ideas
or concepts. I conducted this process manually, using an inductive approach to ensure
that the codes emerged directly from the participants' responses rather than being pre-
determined. I did code line by line and labeled each text segment that appeared
significant or relevant to the research questions with a concise code that captured its
essence. For example, responses describing a lack of preparation for teaching in low-SES
environments were coded as unpreparedness, while statements about limited practical
training were coded as on-the-job learning.

In total, I identified 127 initial codes during this phase. This included a wide
range of ideas from the data. These codes varied in specificity, focusing on challenges,
such as lack of resources, while others captured cultural competency. Each code was
created to help understand the participants' intended meaning while maintaining
accuracy. To ensure consistency, I reviewed the codes multiple times to confirm they
accurately represented the corresponding text and did not overlap unnecessarily. After
identifying the codes, some codes were recurring so many times in different interview

transcripts and, therefore, had to be coded as one code. This process narrowed down the
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coding process to 65 total codes. Among the most common codes were unpreparedness,

cultural competency, basic management, and lack of resources, which appeared in nearly

every interview.
Table 1

Sample Codes

Code

Meaning

On-the-job learning

Lack of exposure

Lack of resources

Parent involvement

Low-SES focus

Diverse placements

Tailored mentorship

Continuous training

Mental health

Practical learning gained in real-world classroom settings.

The absence of direct experience with low-SES student populations leaves
teachers unprepared for these students' challenges.

Insufficient availability of materials, tools, and resources designed for low-SES
students.

Involving parents and families in the educational process despite the external
barriers they face.

Calls for training programs to focus more on the specific needs and challenges
of low-SES students, including dedicated modules on socio-economic
awareness.

Highlights the importance of student teachers experiencing diverse teaching
environments, especially low-SES schools, during field placements for real-
world learning.

The need for mentorship programs that are customized to address the specific
challenges of teaching low-SES students

Ongoing professional development (PD) that focuses on low-SES student
engagement.

Acknowledges the mental health challenges faced by low-SES students (e.g.,

anxiety, depression) due to external stressors.
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Step 3: Searching for Themes

The initial generation of themes was a result of the coding process. I coded the 65
codes with the participants' sentiments to develop themes. I manually grouped codes
related in context and almost the same meaning in a table. This was an iterative process
as sometimes codes with the same meaning could be placed in different categories. This
process resulted in 14 themes comprising at least four codes and several direct quotations
from participants' words. For example, the theme of lack of focus on socioeconomic
issues emerged from codes like SES modules, general theories and on-the-job learning.
Similarly, inadequate cultural competency training formed from codes such as brief
training and diversity focus. Other themes, such as limited practical experience and
classroom management struggles, were formed from codes like lack of exposure and
ineffective techniques.

The themes also highlighted teachers' challenges in implementing the skills they
learned during training. Resource utilization issues, formed from codes like lack of
resources and ill-equipped pointed to the lack of resources designed for low-SES
students. At the same time, the theme of navigating external barriers emerged from codes
like parent involvement and support network, showing how external factors hindered
teachers' ability to engage with students effectively. Themes like curricular modifications
and field experiences were based on codes such as low-SES focus and diverse
placements, underscoring the need for a curriculum that addresses the unique challenges

of low-SES students and for more practical field experiences in these environments.
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Themes like mentorship enhancements and ongoing professional development
were shaped by codes like tailored mentorship and continuous training, reflecting
participants' desire for more personalized and ongoing support. The iterative process of
grouping related codes, along with direct quotations from participants, helped reveal the
underlying perceptions of the interviewees (see Appendix B).

Step 4: Reviewing the Initial Themes

Themes like mentorship enhancements and ongoing professional development
were shaped by codes like tailored mentorship and continuous training, reflecting
participants' desire for more personalized and ongoing support. The iterative process of
grouping related codes, along with direct quotations from participants, helped reveal the
underlying perceptions of the interviewees. Finally, four themes emerged from the 14
initial themes. The final themes emerged as a result of systematically refining and
consolidating the initial themes based on shared characteristics, underlying patterns, and
interconnected codes. This process involved identifying the essence of each group of
initial themes and grouping them under more cohesive themes that captured the core
issues highlighted by participants.

Step 5: Naming Themes

Four themes emerged from the 14 initial themes. The final themes emerged as a
result of systematically refining and consolidating the initial themes based on shared
characteristics, underlying patterns, and interconnected codes. This process involved
identifying the essence of each group of initial themes and grouping them under more

cohesive themes that captured the core issues highlighted by participants.
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Theme 1, gaps in preservice training emerged by combining the initial themes of
lack of focus on socioeconomic issues, inadequate cultural competency training, and
limited practical experience. These initial themes all pointed to deficiencies in teacher
training programs regarding low-SES student preparation. For example, codes such as
SES modules and general theories from lack of focus on socioeconomic issues showed
that training often emphasized theoretical knowledge without practical applications for
low-SES contexts. Similarly, codes like cultural competency and limited understanding
from inadequate cultural competency training showed the brief and superficial nature of
diversity training. Finally, the theme limited practical experience, with codes like
teaching placement and no SES exposure, pointed to a lack of hands-on opportunities in
low-SES environments. These themes shared a unifying issue: the preservice training
inadequately prepared teachers to navigate the realities they encountered in the
classroom.

The second theme that emerged was the challenges faced by SES trainers in
classroom application. This theme was derived from initial themes such as classroom
management struggles, resource utilization issues, and navigating external barriers. These
initial themes reflected the practical difficulties teachers faced when attempting to apply
their training in real-world, low-SES classrooms. Codes like basic management and
inadequate skills from classroom management struggles revealed gaps in low-SES
student’s classroom strategies. Additionally, resource utilization issues brought attention
to the lack of tools and materials. This was evidenced by codes like resource gap and SES

resources. The final component, navigating external barriers, with codes such as parent
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involvement and community connections, showed the external challenges teachers faced,
such as building family and community engagement. These challenges shared a common
theme of practical constraints in translating teacher training into effective classroom
strategies.

The third theme was preparation programs to support low-SES students. This
theme integrated initial themes like curricular modifications, field experiences, and
mentorship enhancements, which were all potential improvements in teacher preparation.
Codes such as SES training and economic challenges from curricular modifications
suggested that teacher training curricula should include more content focused on the
unique needs of low-SES students. Similarly, field experiences, with codes like diverse
placements and real-world learning, emphasized the need for practical exposure to low-
SES school environments. Lastly, mentorship enhancements, with codes like focused
guidance and practical support, indicated the importance of mentorship tailored to
challenges in low-SES settings. The unifying characteristic of this theme was the call for
systemic changes in teacher preparation programs to better equip educators for the
realities of low-SES teaching.

The fourth and last theme was mental health challenges among students. This
theme emerged from initial themes such as emotional and social support needs, trauma-
informed practices, and understanding external stressors. These themes were connected
through a shared focus on the mental health and emotional well-being of low-SES
students. For instance, codes like anxiety issues and stressors from emotional and social

support needs showed the prevalence of mental health challenges among these students.
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Trauma-informed practices formed from codes like trust building and restorative
practices. These themes reflected the strategies to address the psychological impacts of
poverty and instability. Lastly, understanding external stressors, with codes such as
housing instability and food insecurity, pointed to the external factors affecting students'
emotional health. Together, these themes brought the theme of mental health challenges
faced by low-SES students and the need for teachers to adopt supportive, trauma-
informed approaches (see table below).

Table 2

Emergent Themes

Key Themes Initial Themes

Theme 1: Gaps in Preservice Training - Lack of Focus on Socioeconomic Issues
- Inadequate Cultural Competency Training
- Limited Practical Experience
Theme 2: Challenges in Classroom - Classroom Management Struggles
Application - Resource Utilization Issues
- Navigating External Barriers
Theme 3: Preparation Programs Needed to - Curricular Modifications
Support Low-SES Students - Field Experiences
- Mentorship Enhancements
Theme 4: Mental Health Challenges among - Emotional and Social Support Needs
Students - Trauma-Informed Practices

- Understanding External Stressors




82

Research Question 1 (RQ1) sought to understand how novice teachers perceive
the effectiveness of their preservice preparation programs. Theme 1, gaps in preservice
training, directly answered this question by highlighting the inadequacies in teacher
preparation regarding low-SES (socioeconomic status) students. Participants consistently
reported a lack of focus on socioeconomic issues, inadequate cultural competency
training, and limited practical experience. For instance, teachers described how training
programs prioritized theoretical over practical approaches, leaving them ill-equipped to
address the unique challenges faced by low-SES students. Similarly, the absence of
hands-on teaching placements in low-SES environments exacerbated this gap, as one
participant noted they were completely unprepared for the types of emotional and
academic support these students needed.

Theme 2, challenges in classroom application, further illuminated how preservice
training was short of adequately preparing novice teachers. Participants expressed that
they struggled with classroom management, resource utilization, and overcoming
external barriers because their training did not sufficiently address these areas. One
teacher shared how their management skills felt inadequate, emphasizing that techniques
tailored for low-SES students were largely absent from their training. Similarly, the lack
of resources tailored to low-SES needs meant teachers had to experiment on their own,
wasting valuable time. These themes collectively suggested that while preservice
programs may provide foundational knowledge, they often fail to equip teachers with the

tools and skills necessary for real-world application in low-SES classrooms.
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Research Question 2 (RQ2) explored how preservice teacher preparation
programs can be enhanced to better prepare educators for low-SES teaching. Theme 3,
preparation programs to support low-SES students, answered this by offering clear
recommendations for improvement. Participants identified key areas for enhancement,
including curricular modifications, field experiences, and mentorship programs. Teachers
emphasized the need for curricula that explicitly address low-SES dynamics, suggesting
that modules focused on economic challenges and cultural competency could bridge
current gaps. Moreover, diverse teaching placements in low-SES environments were
highlighted as crucial for providing hands-on experience. Mentorship tailored to the
specific challenges of low-SES teaching was another recurring suggestion, with
participants expressing a desire for ongoing guidance and support from experienced
educators.

Theme 4, mental health challenges among students, also contributed to answering
RQ2 by emphasizing the importance of trauma-informed practices in teacher training.
Participants pointed out that low-SES students often face significant mental health
challenges, such as anxiety and depression, due to external stressors like housing
instability and food insecurity. They argued that preservice programs should include
modules on trauma-informed care and strategies for providing emotional and social
support. Teachers also called for professional development opportunities to address these
issues continuously, ensuring they are well-equipped to meet the needs of their students.
Together, these themes underscored the need for systemic changes in teacher preparation

programs to better support educators working in low-SES contexts.
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Themes with their Respective ROS
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Final Theme

Initial Themes

Research Question (RQ)

Addressed

Theme 1: Gaps in

Preservice Training

Theme 2: Challenges in

Classroom Application

Theme 3: Preparation
Programs to Support Low-
SES Students

Theme 4: Mental Health
Challenges among

Students

Lack of Focus on Socioeconomic Issues,
Inadequate Cultural Competency Training,
Limited Practical Experience

Classroom Management Struggles,
Resource Utilization Issues, Navigating
External Barriers

Curricular Modifications, Field

Experiences, Mentorship Enhancements

Emotional and Social Support Needs,
Trauma-Informed Practices,

Understanding External Stressors

RQ1: Perceptions of
Preservice Preparation
Programs

RQI: Perceptions of
Preservice Preparation
Programs

RQ2: Enhancing Preservice

Preparation Programs

RQ2: Enhancing Preservice

Preparation Programs

Step 6: Reporting Findings

Findings were reported in paragraphs in the findings section below. Themes are

used as sub-topics. This step involved presenting the identified themes in a structured and

meaningful way. They are supported by direct quotes from participants. The goal was to

ensure that the voices of participants were represented while aligning the findings with

the research questions.
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Findings

Theme 1: Gaps in Preservice Training
Lack of Focus on Socioeconomic Issues

Out of the various perceived gaps in pre-service training, the most significant gap
in preservice teacher training was a specific focus on low-socioeconomic status issues.
Most preservice programs included coursework on general pedagogical strategies, and
very few included coursework that directly focused on the challenges faced by students
from low-SES backgrounds. Many of the teachers indicated that, while they received
many theoretical courses in training, a considerable amount of theory was inapplicable to
the reality of teaching in schools with large percentages of low SES students. For
example, Jane 1 said,

Honestly, I don't remember much about specific modules aimed at low-SES

students. We covered theories, but there was very little practical focus on SES

issues. Most of what I learned was on the job when I encountered these students
and had to figure things out.

This represented one of the overarching themes from the interviews, where
respondents felt particularly unprepared to address the unique needs of low-SES students
and subsequently had to develop approaches after taking up teaching positions.

Similarly, John 2 also reiterated the general nature of the training, claiming,
"Most of the training wasn't specific to low-SES students. We covered general theories
that didn't translate well to this student population." His comment underlined the lack of

connection between theoretical input and practical preparation in terms of tackling
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challenges typical for these low-SES students. Most participants reported feeling

unsupported, as their needs were not a concern of the training; thus, they were unprepared
for the realities to be found in the classrooms.
Inadequate Cultural Competency Training

Another huge gap that participants cited concerning the training prior to service
was a lack of cultural competency training on students' socioeconomic backgrounds.
While most of the programs included some kind of general diversity training, this did not
prepare them for the complex ways that the socioeconomic status of students drew on
their academic performance and emotional well-being. Several of the participants
described how, while diversity was discussed, they did not feel that they were given the
means to comprehend or support the particular needs of low SES students. For example,
Jane 1 said, "Cultural competency was a brief section, and it didn't really equip me with
the nuanced understanding of socioeconomic factors that influence student behavior and
learning." This quote depicted how, although cultural competency training existed, it
mostly lacked depth in training on the intricate ways in which poverty would make a
difference in the experiences students would have within the classroom.

John 2 reiterated this when he said, "We touched on diversity briefly, but I needed
much more on the socioeconomic challenges these students face." His comment reflected
the need for more comprehensive training on the intersection of cultural and
socioeconomic factors, pointing out that the background of students from low-SES

families cannot be understood with a general outline of diversity. Both of these
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reflections, therefore, pointed to a greater emphasis that should be placed in preservice
programs on the relationship between culture, poverty, and learning.
Limited Practical Experience

A third critical gap that emerged from the participants was the lack of pragmatic
exposure to low-SES schools during their preservice training. Some participants revealed
that their low-SES student teaching placement during preservice did not quite prepare
them to deal with issues explicitly affecting low-SES students. Without experience in
schools serving predominantly low-SES populations, many novice teachers seemed to
struggle with how to take theoretical knowledge garnered during their coursework and
apply it to real classrooms. As Jane 2 explained, "My student teaching placement did not
expose me to low-SES situations. I was completely unprepared for the types of emotional
and academic support these students needed." Her experience underscored the value of
field placements in schools serving low-SES communities since such placement equips
the teacher with an understanding of external factors affecting students' academic
performance, such as poverty, trauma, and family instability.

Similarly, John 2 emphasized the difficulty of adjusting to a low-SES school
without prior experience when he said, "I didn’t get to work in a low-SES school for my
practicum, so the adjustment was difficult. I lacked firsthand exposure to the challenges
faced by low-SES students." This comment was a strong indication that preservice
programs, such as Fischer et al. (2020), need to place aspiring teachers in various
environments, including those that serve low-SES students. Practicum or student teaching

should, therefore, include exposure to these settings as a prerequisite for building the skill
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and sensitivity needed to meet such needs amongst low-SES students effectively. Hence,
both of these responses pointed to the shortfalls of preservice training that does not make
full provision for field experiences in schools that have a high population of low-SES
students. The preservice programs can better prepare novice teachers for the unique
challenges the students are facing if they offer more relevant field experiences.
Theme 2: Challenges Faced in Classroom Application
Classroom Management Struggles

One of the biggest issues that came out in the interviews had to do with classroom
management, particularly when teaching low-SES students. Many novice teachers said
that preservice training had not prepared them for the particular behavioral challenges
presented by low-SES students. Teachers, in particular, noted that emotional regulation
for themselves and establishing a predictable classroom environment were sometimes the
most trying tasks, areas where training in trauma-informed practices was often lacking.
As Jane 2 recalled, "Our management training felt basic. I quickly realized I needed
different approaches for low-SES students but didn’t know what those should be." This
statement epitomized one sense of frustration felt by those teachers who believed general
classroom management strategies did not translate well into complicated realities
associated with teaching in schools serving low-SES students.

Further, these students, more often than not, have other added emotional or
behavioral complications emanating from stressors. These stressors relate to family
instability or trauma that those typical classroom management techniques do not resolve.

John 2 voiced this frustration further when he said, "I felt my management skills were
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inadequate because I hadn’t been trained in techniques that might work better for students
facing poverty-related challenges." This corroborated the view that even as novice
teachers may possess a threshold level of knowledge on classroom management, they
indeed lack the more advanced strategies to be in a position to handle the particular
emotional needs presented by students from low-SES backgrounds. This may include
how to recognize and act in response when behaviors are the result of trauma and the
need perhaps for supportive, person-centered approaches to discipline. This lack of
training in emotional regulation and trauma-informed practices emerged throughout the
interviews.
Resource Utilization Issues

Another significant challenge discussed by participants was the lack of tailored
resources for low-SES students. Many novice teachers felt that the resources provided
during their preservice training were either too general or did not specifically address the
needs of low-SES students. In this regard, teachers often had to devise their own
strategies so as to make sure students' academic and emotional needs were adequately
met. One such example is Jane 2, who identified, "We had no resources specifically
geared towards low-SES students. I had to find my own tools, and it took time to realize
what worked and what didn’t." This, according to Khasawneh (2023), is one of the
critical gaps in preservice preparation. Although novice teachers are equipped with
common teaching strategies, they often lack specific strategies to overcome specific
obstacles, including limited resources, lack of fluency in one or more languages, or

inadequate academic support at home.



90

Jane 1 also acknowledged that the resources were, in fact, scarce for low-SES
students' needs. She said, "We had some general resources on child psychology, but they
weren’t specific to low-SES students. I felt ill-equipped to support them academically or
emotionally." Her experience captured a more general resource-utilization problem
stemming from pre-service programs in that teachers acquire broad frameworks but do
not have detailed means of actually applying these strategies in ways that can specifically
address the needs of their students.

Navigating External Barriers

The final challenge identified by participants in this study was how to navigate
external barriers that so often affect low-SES students, such as challenges in engaging
families and the wider socioeconomic context in which these students live. Many novice
teachers reported their frustration with the challenge of developing sound relationships
with families and helping students with out-of-classroom issues, such as unstable housing
situations, food insecurity, and other stressors. As Jane 3 explained,

In my practicum, I learned to be more resourceful, finding ways to bring materials

and learning opportunities to the students. I also saw how vital it was to keep

parents involved despite the barriers they might face in terms of time or resources.

This quote revealed what so many teachers struggle with in engaging families in
the education of their children, especially when the parents are struggling due to poverty
or circumstances beyond their control. Teachers often have to go above and beyond to
establish communication and build trust with families facing significant personal

challenges.
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John 4 also commented on the challenge of working with families from low-SES
backgrounds, stating, "What I learned was that low-SES students often lack a support
network outside of school, which can make them feel isolated. I had to be very
intentional about reaching out to families and building those connections." This
poignantly pointed to the challenge of teaching the students themselves while trying to
address such limitations outside the classroom that impede their academic achievements.
These outside stressors can significantly impact a student's ability to focus on schoolwork
or fully engage in the classroom.

Theme 3: Preparation Programs Needed to Support Low-SES Students
Curricular Modifications

Novice teachers had numerous recommendations for improving preservice teacher
preparation, especially in attending to the challenges of teaching low-SES students. The
primary recommendation included specific modules on the socioeconomic dynamics of
classrooms. Teachers felt that although general diversity training had been included, it
did not give enough attention to socioeconomic challenges affecting students' academic
performance and emotional well-being. For example, Jane 3 suggested, "The curriculum
should focus on low-SES dynamics in schools. Many teachers, like me, would benefit
from modules dedicated to understanding the economic challenges students bring into the
classroom." She further reiterated that any teaching approach needs to be tailored based
on economic realities derived from students' backgrounds. To this effect, John 3 added,
"Include specific modules on low-SES issues and how they affect students. That would

have helped me understand what I was walking into." His suggestion underlined the
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creation of more focused courses that would prepare teachers to deal with real-life issues
that their low-SES students face, such as a lack of resources and emotional trauma.
Participants also suggested embedding trauma-informed practices in the curriculum. As
one participant reiterated, "Socioeconomic awareness training should be mandatory. We
need to learn more about the effects of poverty on students." This reflected a general
sentiment from participants that preservice programs need to better equip teachers with
knowledge about poverty to make more informed decisions concerning their impact on
the behavior, engagement, and overall learning of their students.
Field Experiences

Other novice teachers recommended improving field experiences by placing the
preservice teachers in schools containing a higher percentage of low-SES students.
Teachers highlighted that practical experience within such an environment was crucial
for understanding the challenges these low-SES students face. Overall, participants
generally reported that their initial school student teaching placements rarely prepared
them for teaching in high-poverty population schools; therefore, they had difficulty
adjusting to the classroom realities. For example, Jane 3 said, "Placing more student
teachers in low-SES schools could really open their eyes to what these students need and
help us prepare better." Her comment was representative of the importance of placing
preservice teachers in diverse educational settings to familiarize them with the myriads of
issues low-SES students face.

John 3 also emphasized the need for placements in diverse fields when he stated,

"Field experience in diverse schools is critical. I was placed in a setting that didn’t
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prepare me for what I face now. He indicated that his preservice experience in the
middle-income school setting did not prepare him for some challenges he faced teaching
in a low-SES environment. His lack of exposure to the challenges during preservice
training made the transition more difficult for him to teach low-SES students.
Mentorship Enhancements

Novice teachers also expressed interest in more specialized mentorship programs
regarding challenges associated with low-SES students. Most participants felt that they
had indeed received general mentorship, but they lacked special guidance on how to
address the unique needs of students from low-income backgrounds. Teachers indicated
that more focused mentorship could have improved their ability to effectively support
low-SES students in the classroom. Jane 3 shared, "Mentorship needs to be tailored to
low-SES teaching challenges. That support would’ve been invaluable to me early on."
This again pointed to the need for mentors experienced in working with low-SES
students who could, therefore, offer guidance on the emotional, academic, and behavioral
challenges that one may often face in these environments.

John 3 extended this by saying, "Focus mentorship programs more on specific
challenges faced in low-SES environments to prepare teachers for the real issues they’ll
face." He mentioned that usually, advice from general mentorship was not enough when
trying to surmount obstacles typical for teaching in high-poverty schools, which can

include trauma management or building relationships with families.
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Ongoing Professional Development

Finally, participants emphasized that ongoing professional development in the
engagement of low-SES students is imperative. Many novice teachers felt that their
preservice training had provided a good foundation, but once they began to gain
experience in the classroom, additional support was still needed. Teachers recommended
that continued professional development opportunities regarding low-SES engagement
would keep them informed and sharpen their practices over time. Jane 3 implored,
"Continuous training on low-SES student engagement is essential. Workshops or courses
could help teachers stay informed and supported." While she learned a great deal through
experience, additional formal training would have been beneficial during her initial years.
John 3 also emphasized the importance of ongoing PD, stating, "Offering continuous
professional development on low-SES support could make a huge difference. I feel like I
am learning and could use more structure." This was, of course, in line with the general
tendencies of novice teachers reporting that, although they are gradually improving their
practice, more formal professional development opportunities would help to work out the
various complexities associated with teaching low-SES students.
Theme 4: Mental Health Challenges Among Students

Mental health challenges among low-SES students were significant barriers to
both their emotional well-being and academic success. Many of these students faced
stress due to factors such as housing instability, food insecurity, and family-related
issues, which contributed to feelings of anxiety, depression, and isolation. These

emotional burdens often prevent students from fully engaging in their learning. Educators
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increasingly adopted trauma-informed practices to help mitigate the negative impact of
these mental health challenges. For example, positive reinforcement, restorative
practices, and proactive behavior management techniques created a safe and predictable
classroom environment that helped students feel more secure. These practices also
allowed teachers to address behaviors rooted in trauma and stress, which were shared
among low-SES students. Teachers like those that Jane 5 mentioned emphasized in
building trust with students, as it played a critical role in trauma-sensitive teaching.
Trauma-Informed Practices

Trauma-informed practices play a pivotal role in addressing the needs of students
whose lives are shaped by adverse experiences, particularly in low-SES contexts. Jane 5’s
observations highlighted the importance of proactive strategies like positive
reinforcement, restorative practices, and behavior management techniques in creating a
safe, predictable classroom environment. These practices aim to reduce stress and
stabilize students struggling with uncertainty and fear. "Positive reinforcement,
restorative practices, and proactive behavior management techniques were crucial for
creating a safe and predictable classroom environment," Jane 5 explained, emphasizing
fostering environments where students feel valued and understood.

These methods go beyond simply managing disruptive behavior; they help
students develop healthier coping mechanisms and rebuild their trust in authority figures,
which is often eroded by trauma. Teachers noted that behaviors rooted in traumas such as
withdrawal, aggression, or difficulty concentrating—require understanding rather than

punitive measures. By employing trauma-sensitive approaches, educators can identify
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and address the underlying causes of such behaviors effectively. Building trust with
students is a cornerstone of trauma-informed teaching, as it creates a relational
foundation where students feel secure enough to share their experiences and focus on
learning. Jane 5 reflected, "My mentor teacher taught me how to implement trauma-
informed practices, which were incredibly important in helping these students stay
engaged." This mentorship teaches the value of professional development in equipping
teachers with the skills to support vulnerable students. Trauma-informed practices create
classroom environments where students can thrive despite their challenging
circumstances. When teachers adopt these approaches, they acknowledge and address the
lasting effects of trauma, helping students navigate their emotional hurdles.
External Stressors

External stressors such as housing instability, food insecurity, and family-related
challenges profoundly influence the mental health and academic performance of low-SES
students. These factors often remain invisible in traditional classroom settings, leaving
educators ill-equipped to address the root causes of their students’ struggles. John 2
emphasized the importance of recognizing these challenges, sharing, “Knowing that
many low-SES students deal with external stressors like housing instability or food
insecurity helped me approach my teaching with more sensitivity and care.” Recognizing
these external pressures requires educators to look beyond conventional teaching methods
and engage with the socioeconomic contexts their students navigate daily. Teachers often
serve as a bridge between students and essential resources, connecting families to food

banks, housing assistance programs, or counseling services. These actions demonstrate a
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holistic commitment to student well-being. John 4’s observation that Low-SES students
often lack a support network outside of school, which can make them feel isolated
underscored educators' critical role in addressing gaps in support systems.

Furthermore, tailoring classroom practices to accommodate these challenges is
essential. Teachers might adjust homework policies, provide snacks, or allow extra time
for assignments to help students overcome barriers to learning. Educators who adopt this
approach report improvements not only in students’ academic outcomes but also in their
emotional resilience and sense of belonging. These insights illustrate the need for teacher
preparation programs to include training on understanding and addressing external
stressors, equipping future educators to foster inclusive environments where low-SES
students can thrive despite their circumstances.

Emotional and Social Support Needs

Educators working with low-SES students consistently highlighted the critical
role of emotional and social support in fostering academic success. Many noted that
unstable home environments often leave students grappling with anxiety, depression, and
feelings of isolation, which act as significant barriers to learning. John 2 reflected, "It was
eye-opening to see how many of these students dealt with anxiety, depression, or other
mental health challenges, likely due to stressors at home." Mental health difficulties are
intertwined with the academic experiences of low-SES students. The lack of social
support networks outside school further compounds these challenges. Teachers described
how some low-SES students faced chronic isolation, which hindered their ability to form

meaningful connections with peers.
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The comment by John 4, Low-SES students often lack a support network outside

of school, which can make them feel isolated, showed the burden these students face:
limited resources at home and an absence of external social connections. This lack of a
safety net often manifests as chronic isolation, leaving students without the emotional
anchor provided by a stable support system. Without such connections, students may
struggle to build meaningful relationships, both within and outside the classroom, which
are crucial for emotional well-being and academic engagement.

Isolation exacerbates the mental health challenges that many low-SES students
already face due to socioeconomic stressors such as poverty, unstable housing, or family
dynamics. Without external networks friends, extended family, or community
organizations—these students lack outlets to express their emotions or seek guidance,
which compounds feelings of loneliness and helplessness. This state of isolation often
leads to disengagement from learning as students grapple with unmet emotional needs.
As John 4 further explained, "Many of these students needed emotional and social
support before they could even focus on academics," emphasizing that emotional well-
being is a prerequisite for effective learning. Teachers who recognize this connection
advocate for creating a supportive environment within schools to counterbalance the lack
of external networks. This might involve fostering strong teacher-student relationships,
promoting peer connections through group activities, and integrating social-emotional
learning (SEL) into the curriculum.

Teachers strongly believed that preservice training should include specific

components focused on understanding and addressing low-SES students' emotional and
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social struggles. They proposed adding training in social-emotional learning (SEL) and
trauma-informed practices to help future educators recognize and respond to the mental
health challenges these students face. Mary 5 suggested, "Workshops on mental health
literacy would help teachers identify signs of emotional distress and provide the right
support." Teachers also emphasized the value of creating opportunities for students to
build social connections through group projects, clubs, and mentoring programs. These
initiatives reduce isolation and empower students to develop skills essential for personal
and academic success.

Programs that involve parents and caregivers were also highlighted as crucial to
building a support system for low-SES students. "We need to connect with families to
understand their struggles and provide a bridge between home and school," noted Jane 6.
Such initiatives could strengthen the overall support network available to students,
making schools a central point of stability. These insights suggested that a multi-faceted
approach is essential to meet low-SES students' emotional and social needs effectively.

Evidence of Trustworthiness

Several measures to ensure this study was trustworthy and rigorous were used.
Trustworthiness implies the research findings are credible and dependable, whereas rigor
refers to the accuracy and thoroughness of the study process (Shufutinsky, 2020). The
measures included conducting member checks with all study participants to ensure that
the data collected reflected the participants’ perceptions and experiences. The member-
checking process involved me presenting the study findings to the research participants to

ensure that the data were accurate and authentic (Rose & Johnson, 2020). Member
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checking enhanced the reliability and validity of the research findings by allowing

participants to review and provide feedback on the collected data.

To ensure trustworthiness, the study used credibility, transferability, and
confirmability. Using data from multiple sources through triangulation improved the
dependability of conclusions (Dzwigot, 2020). Methodological rigor was maintained
throughout the analysis with these stages. To ensure dependability, I meticulously
documented data analysis decision-making procedures. Keeping meticulous records and
using triangulation helps to confirm findings (Amin et al., 2020). This method increased
research dependability.

I maintained an audit trail to indicate all decisions made throughout the research
process. The audit trail included the research questions, the interview protocol, the data
collection and evaluation procedures, and other modifications made during the research
process. The audit trail facilitates accountability and transparency of the study process
and allows other researchers to replicate the research findings in the future (Amin et al.,
2020). Third, two free-spirited researchers were used to handle the data analysis process
to improve the dependability and accuracy of the research. I independently coded the data
collected and compared the findings to determine whether there were any inconsistencies
or discrepancies. All arising disagreements were discussed and resolved through
consensus. This process increased the validity and reliability of the research findings.

In addition, triangulation is important to verify the consistency of the themes
uncovered across the entirety of the data sources (transcripts and field notes) obtained

through the Zoom meetings. Triangulation involves using multiple methods or data
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sources to confirm the findings (Dzwigol, 2020). In my study, I used triangulation by

comparing the themes identified in the interview transcripts with the themes identified in
the field notes. This process helped ensure the themes' consistency and accuracy across
the data sources. Finally, I kept a reflexive journal noting reflections on the research
procedure and any potential assumptions or biases, including those biases and
assumptions related to the zooms. Reflexivity allowed me to reflect on my role in the
research process and document any acts that may have influenced the research findings
(Dodgson, 2019). I kept a reflective journal documenting thoughts, processes, and
decision-making throughout the process. This enhanced the transparency and credibility
of the study results.
Summary

Chapter 4 presented the study's findings. The analysis revealed four main themes.
The first key theme, gaps in preservice training, revealed that preservice teacher training
programs often fail to address the specific needs of low-SES students in areas such as
cultural competency, practical experience, and understanding the socio-economic factors
affecting student behavior. Teachers reported insufficient training on handling low-SES
students' challenges, such as managing classroom behavior and providing adequate
emotional and academic support. The second theme, challenges in classroom application,
explored teachers' difficulties in classroom settings, including inadequate resources and
support for low-SES students. Teachers often lack the tools and strategies to manage
classrooms with these students effectively, and external barriers, such as limited parental

involvement and community support, further complicate their ability to foster academic
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success. Teachers also pointed out the mental health challenges among students, noting
that many low-SES students struggle with mental health issues due to stressors like
housing instability and food insecurity. The chapter concluded with teachers
recommending improvements in teacher preparation programs to better support low-SES
students. These included the theme of preparation programs to support low-SES students,
which advocated for incorporating specific modules on socioeconomic issues. Teachers
suggested providing more field experiences in low-SES schools, offering tailored
mentorship, and ensuring ongoing professional development focused on the unique needs

of low-SES students.
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Chapter 5: Discussion, Conclusions, and Recommendations
Introduction

In this chapter, I discuss the findings from the research, drawing on the themes
identified in Chapter 4. The purpose of this chapter is to interpret the findings in the
context of existing literature, provide conclusions, and offer practical recommendations
for addressing the challenges faced by low-SES students in educational settings. I also
explore the implications of these findings for future research and the improvement of
preservice teacher training programs, as well as the development of more effective
strategies for supporting low-SES students both academically and emotionally.

Interpretation of the Findings

Theme 1: Gaps in Preservice Training
Lack of Focus on Socioeconomic Issues

Out of the various perceived gaps in pre-service training, the most significant gap
in preservice teacher training was a focus on low-socioeconomic status issues. Most
preservice programs included coursework on general pedagogical strategies, and very
few included coursework that directly focused on the challenges faced by students from
low-SES backgrounds (Kushon, 2024; Marttinen et al., 2020). Many of the teachers
indicated that, while they received many theoretical courses in training, a considerable
amount of theory was inapplicable to the reality of teaching in schools with large
percentages of low SES students.

Participants underlined the lack of connection between theoretical input and

practical preparation in terms of tackling challenges typical for these low-SES students.
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Most participants reported feeling unsupported, as their needs were not a concern of the
training; thus, they were unprepared for the realities to be found in the classrooms. Many
researchers have emphasized the gap between general pedagogical theory and the
practical needs of low-SES students (Marttinen et al., 2020; Pansé-Barone et al., 2024).
While preservice programs often provide extensive theoretical knowledge about teaching,
this does not necessarily translate into effective strategies for handling the specific socio-
economic challenges students face (Dudek et al., 2024). The findings from this study,
where Jane and John both described feeling that their training was too theoretical and not
sufficiently practical for low-SES students, resonate with the concern that teacher
preparation programs are often not responsive enough to the diverse needs of the student
population teachers will encounter (Cacciattolo et al., 2024; Marttinen et al., 2020). There
is often a lack of focus on the socio-economic factors that influence student learning,
such as poverty, parental involvement, and lack of access to educational resources
(Marttinen et al., 2020).

Traditional teacher education programs focus heavily on theoretical frameworks
and models of pedagogy that do not always account for the realities of teaching in diverse
classrooms (Marougkas et al., 2023). Teachers often report feeling ill-prepared to address
real-world challenges like student engagement, classroom management, and addressing
social and emotional needs. This gap can result in teachers feeling unprepared or
unsupported in their efforts to meet the needs of their students (Shank & Santiague,

2022).
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The absence of specific content related to socio-economic factors is another
common criticism in teacher preparation programs. According to the literature, low-SES
students often face challenges such as unstable home environments, food insecurity, and
limited access to technology (Lewis, 2023; Marttinen et al., 2020). However, preservice
teacher training often overlooks these issues or only provides superficial coverage,
leaving teachers to navigate these challenges on their own once they begin teaching. As
evidenced by the participants in this study, who expressed that their training did not
adequately prepare them to address the socio-economic disparities they encountered, this
lack of preparation can lead to feelings of inadequacy and frustration (Marttinen et al.,
2020).

Another key issue emerging from this study was the feeling of lack of support
expressed by the participants. Literature in teacher preparation and support systems
suggests that novice teachers often struggle without adequate mentoring and guidance.
Lack of support in the early years of teaching is a major factor in teacher attrition in
schools serving disadvantaged populations (Berger et al., 2021; Shanks et al., 2022).
Inadequate Cultural Competency Training

Another gap that participants cited concerning the training prior to service was a
lack of cultural competency training on students' socioeconomic backgrounds. While
most of the programs included some kind of general diversity training, this did not
prepare them for the complex ways that the socioeconomic status of students draws on
their academic performance and emotional well-being (Marttinen et al., 2020; Shanks et

al., 2022). Several of the participants described how, while diversity was discussed, they
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did not feel that they were given the means to comprehend or support the needs of low
SES students. Jane 1 said, "Cultural competency was a brief section, and it didn't really
equip me with the nuanced understanding of socioeconomic factors that influence student
behavior and learning."

The participant depicted how, although cultural competency training existed, it
mostly lacked depth in training on how poverty would make a difference in the
experiences students would have within the classroom. John 2 reiterated this when he
said, "We touched on diversity briefly, but I needed much more on the socioeconomic
challenges these students face."

While many teacher preparation programs provide some form of diversity
training, they often fall short in addressing the impact of socioeconomic status on
students' academic performance and emotional well-being (Shanks et al., 2022).
Literature suggests that diversity training in preservice programs tends to be generic,
primarily focusing on racial and ethnic diversity without deeply engaging with the
complexities of socioeconomic disparities (Alvarez-Romero et al., 2021). This general
approach leaves teachers unprepared for the realities of working with students from low-
SES backgrounds facing challenges such as food insecurity, lack of academic resources,
and unstable home environments that can profoundly affect their learning (Lewis, 2023).
Cultural competency training must go beyond superficial discussions and include a more
detailed exploration of how poverty intersects with culture to influence student behavior

and achievement (Mayfield, 2020).
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The participants in this study echoed these concerns; while cultural competency
training was part of their program, it lacked the depth needed to understand and support
low-SES students. As Jane highlighted, the brief and general nature of the training did not
provide her with a "nuanced understanding" of the specific ways in which poverty affects
students in the classroom. Teachers need more understanding of the social and economic
factors that shape the lives of their students (Alvarez-Romero et al., 2021; Mayfield,
2020). Without this understanding, teachers may struggle to connect with their students
or respond effectively to the challenges they face. Furthermore, as John pointed out,
while diversity was discussed, the intersection between cultural diversity and the
socioeconomic challenges of students was not sufficiently addressed, leaving him
underprepared to engage with the low-SES students in his classroom (Chew & Cerbin,
2021).

More comprehensive cultural competency training that addresses the complexities
of socioeconomic backgrounds is crucial in preparing teachers to support low-SES
students effectively. As the literature suggests, preservice programs should not only
address racial and ethnic diversity but also emphasize the social, economic, and
psychological factors that can influence student outcomes (Daum et al., 2022). Expanding
cultural competency training to include a focus on the intersectionality of culture and
socioeconomic status would enable teachers to better understand the challenges faced by
low-SES students. This also fosters positive relationships and creates supportive learning

environments (Chew & Cerbin, 2021).
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Limited Practical Experience

A third critical gap that emerged from the participants was the lack of pragmatic
exposure to low-SES schools during their preservice training (Marttinen et al., 2020).
Some participants revealed that their low-SES student teaching placement during
preservice did not quite prepare them to deal with issues affecting low-SES students.
Without experience in schools serving predominantly low-SES populations, many novice
teachers seemed to struggle to take theoretical knowledge garnered during their
coursework and apply it to real classrooms (Kushon, 2024). As Jane 2 explained, "My
student teaching placement did not expose me to low-SES situations. [ was completely
unprepared for the types of emotional and academic support these students needed."”
Similarly, John 2 emphasized the difficulty of adjusting to a low-SES school without
prior experience when he said, "I didn’t get to work in a low-SES school for my
practicum, so the adjustment was difficult. I lacked firsthand exposure to the challenges
faced by low-SES students."

Lack of practical exposure to low-SES schools is a pervasive issue in teacher
preparation programs. Practical experience, especially in diverse and low-SES schools, is
crucial for developing teachers’ cultural awareness and pedagogical skills. Novice
teachers who do not experience the socioeconomic challenges their students face may
struggle to translate the theoretical knowledge gained in coursework into effective
classroom strategies (Marttinen et al., 2020). Without hands-on training in such
environments, teachers are often unprepared to handle the emotional, social, and

academic complexities that come with teaching low-SES students. The absence of
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targeted, practical experience in low-SES settings left them feeling unprepared for the
reality of teaching these students. The gap in real-world exposure limits novice teachers’
ability to apply their theoretical knowledge (Toquero, 2021).

Theme 2: Challenges Faced in Classroom Application

Classroom Management Struggles

Participants said that preservice training had not prepared them for the behavioral
challenges presented by low-SES students. Teachers noted that emotional regulation for
themselves and establishing a predictable classroom environment were sometimes the
most trying tasks, areas where training in trauma-informed practices was often lacking.
As Jane 2 recalled, "Our management training felt basic. I quickly realized I needed
different approaches for low-SES students but didn’t know what those should be." This
statement epitomizes one sense of frustration felt by those teachers who believed general
classroom management strategies did not translate well into complicated realities
associated with teaching in schools serving low-SES students.

Further, these students, more often than not, have other added emotional or
behavioral complications emanating from stressors. These are the stressors relating to
family instability or trauma that typical classroom management techniques do not resolve
(Husna & Kuswoyo, 2022). John 2 voiced this frustration further when he said, "I felt my
management skills were inadequate because I hadn’t been trained in techniques that
might work better for students facing poverty-related challenges." Even as novice
teachers may possess a threshold level of knowledge on classroom management, they

lack the more advanced strategies to be in a position to handle the emotional needs
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presented by students from low-SES backgrounds. This may include how to recognize
and act in response when behaviors are the result of trauma and the need perhaps for
more supportive, person-centered approaches to discipline (Husna & Kuswoyo, 2022).

The literature suggests that teachers who have not received training in trauma-
informed practices or specific strategies for addressing the emotional needs of low-SES
students often struggle to maintain an effective classroom environment. According to
Husna and Kuswoyo (2022), trauma and stressors like family instability can significantly
affect students' behavior and learning. This requires teachers to implement specialized
approaches to classroom management. Effective classroom management in low-SES
contexts requires a deeper understanding of how external stressors influence student
behavior, which preservice programs often fail to adequately address. Traditional
disciplinary techniques, such as simple rewards or consequences, may not be effective for
students dealing with trauma or other emotional challenges linked to poverty. The lack of
training in trauma-informed approaches left them feeling unprepared for managing the
complex emotional and behavioral issues low-SES students often present.
Resource Utilization Issues

Resource utilization issues were a key challenge for novice teachers in supporting
low-SES students, as highlighted by the study participants. Many teachers felt that the
resources provided in their preservice training were not tailored to address the needs of
low-SES students. As Jane 2 pointed out, the lack of targeted resources meant that

teachers had to develop their own strategies to meet students' academic and emotional
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needs. Preservice training often provides general teaching strategies but neglects to equip
teachers with specific tools to address challenges faced by low-SES students.

While general resources on child psychology were provided, they were not
specifically tailored to the needs of low-SES students. This leaves teachers feeling
unprepared to address these students' academic and emotional challenges effectively.
Preservice programs often focus on broad theoretical frameworks rather than equipping
teachers with concrete, practical resources that address the challenges of working with
low-SES students. These gaps in resource provision can have serious implications for
teachers' ability to effectively support their students, as they are left to either create their
own materials or rely on trial-and-error strategies.

Navigating External Barriers

Literature highlights that family engagement is crucial for student success, yet it
remains a persistent challenge for educators. Preservice programs often fail to equip
teachers with strategies to build these relationships effectively. Instead, teachers are left
to learn through experience how to overcome barriers such as limited parental time, lack
of access to resources, or distrust in educational institutions. This gap in training leaves
novice teachers underprepared to address the broader socioeconomic factors impacting
their students' ability to succeed academically and emotionally.

Furthermore, external barriers such as housing instability and food insecurity
compound the challenges faced by both students and teachers. John 4's reflection was that
students from low-SES backgrounds often lack a support network, which is a dual burden

on educators who need to teach while addressing external factors that hinder student
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performance. Students living in poverty are more likely to experience stressors that
impede academic engagement and achievement. These challenges necessitate a
multifaceted approach that includes equipping teachers with strategies to engage families
effectively and resources to address external barriers. Research highlights that teachers
must be prepared to navigate these dynamics proactively (Chew & Cerbin, 2021).
Students receive comprehensive support to bridge the gap between their external realities
and academic potential.
Theme 3: Preparation Programs Needed to Support Low-SES Students
Curricular Modifications

Novice teachers highlighted the inadequacy of current training in equipping them
with the knowledge and skills required to understand and respond effectively to the needs
of students from low-SES backgrounds. This discussion situates the findings within the
existing literature. Students from low-SES backgrounds often contend with challenges
that hinder their cognitive development and academic performance. However, many
preservice teacher preparation programs inadequately address these realities, leaving
teachers unprepared to recognize and address the underlying causes of behavioral and
academic struggles. Research shows that incorporating socioeconomic awareness into the
curriculum helps teachers move beyond deficit-based assumptions about low-SES
students, instead empowering them to develop practices that acknowledge and build on
students’ strengths (Berger et al., 2021).

The recommendation to include trauma-informed practices reflects growing

evidence of the link between poverty and exposure to adverse childhood experiences.
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Trauma-informed teaching involves creating safe, supportive, and predictable
environments that allow students to thrive academically and emotionally despite external
challenges. Teachers untrained in trauma-sensitive approaches may misinterpret trauma-
related behaviors, such as withdrawal or aggression, as disobedience or lack of
motivation. Embedding trauma-informed practices into teacher preparation programs
equips educators with strategies to foster resilience and mitigate the adverse effects of
poverty-induced trauma. Training in recognizing trauma triggers and de-escalating
conflict enables teachers to build trust and engagement among low-SES students.
How Curricular Modifications Improve Teaching Effectiveness

Integrating these recommendations into teacher preparation programs addresses
key gaps in preservice training, ensuring educators are better equipped to work in high-
poverty schools. Understanding students’ socioeconomic contexts enables teachers to
develop more empathetic and effective teaching practices. Additionally, tailored training
improves teacher retention rates in low-income schools, as educators feel more prepared
and supported in managing the associated challenges (Cochran-Smith et al., 2015). By
addressing poverty-specific issues, teachers can implement differentiated instruction
tailored to the diverse needs of low-SES students. For instance, Tomlinson (2014)
emphasized effective differentiation such as providing targeted scaffolding or using
culturally relevant materials that relies on a deep understanding of students' backgrounds

and experiences (LeGere, 2023).
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Gaps in Existing Curricula

Current preservice programs often provide general diversity training but fail to
delve deeply into the nuances of socioeconomic disparities. Participants’ calls for
mandatory socioeconomic awareness training align with Pardo et al.'s (2024) argument
that teacher education must move beyond surface-level multiculturalism to engage with
systemic inequalities affecting students’ learning opportunities. Embedding modules on
poverty, coupled with hands-on experience in low-SES schools, can bridge this gap by
providing teachers with both theoretical and practical tools to address inequities.
Field Experiences

Teachers suggested that preparation programs must prioritize diverse field
placements in their curricula. Immersive experiences in high-poverty schools enable
preservice teachers to observe and adapt strategies to low-SES students. Culturally
relevant pedagogy, essential for engaging low-SES students, is best learned through
direct exposure to these communities (Marttinen et al., 2020). Programs can enhance
teacher preparedness by expanding partnerships with low-SES schools, mandating
placements in high-poverty settings, and encouraging reflective practices during field
experiences. Such measures ensure that novice teachers are equipped to support the
academic and emotional needs of low-SES students. They also foster confidence and
effectiveness in addressing educational inequities.
Mentorship Enhancements

Novice teachers expressed a strong desire for mentorship programs, specifically

regarding the challenges associated with teaching low socioeconomic status (SES)
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students. While general mentorship was available, participants felt it lacked the guidance
needed to address the emotional, academic, and behavioral challenges prevalent in low-
SES classrooms (Odum, 2024). This specialized mentorship could help teachers gain
practical strategies to support their students, especially when dealing with issues like
poverty-related trauma or lack of engagement, which are often common in low-SES
environments.

The need for more focused mentorship was echoed by John 3, who emphasized
that generic advice was insufficient in helping him address the specific hurdles of
teaching in a low-SES school. Mentors with expertise in high-poverty schools can offer
more relevant support to novice teachers. The mentorship enables them to develop
effective practices for working with diverse and underserved student populations. In fact,
mentorship programs tailored to the challenges teachers face in low-SES contexts can
significantly improve teacher retention and student outcomes. By pairing new teachers
with mentors who understand the socio-economic issues affecting students, preservice
programs can ensure that novice teachers are better prepared to handle the real-life
challenges they will face (Khasawneh, 2023).

Ongoing Professional Development

Finally, participants emphasized that ongoing professional development in the
engagement of low-SES students is imperative. Many novice teachers felt that their
preservice training had provided a good foundation, but once they began to gain
experience in the classroom, additional support was still needed. Teachers recommended

that continued professional development opportunities on low-SES engagement would
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keep them informed and sharpen their practices over time (Herman, 2024). While the
participants learned a great deal through experience, additional formal training would
have been beneficial during initial years.
Theme 4: Mental Health Challenges among Students

Mental health challenges among low-SES students were significant barriers to
both their emotional well-being and academic success. Many of these students faced
stress due to factors such as housing instability, food insecurity, and family-related
issues, which contributed to feelings of anxiety, depression, and isolation. These
emotional burdens often prevent students from fully engaging in their learning. Educators
increasingly adopted trauma-informed practices to help mitigate the negative impact of
these mental health challenges. For example, positive reinforcement, restorative
practices, and proactive behavior management techniques created a safe and predictable
classroom environment that helped students feel more secure (Nanyele, 2024). These
practices also allowed teachers to address behaviors rooted in trauma and stress, which
were shared among low-SES students.
Trauma-Informed Practices

Trauma-informed practices play a pivotal role in addressing the needs of students
whose lives are shaped by adverse experiences, particularly in low-SES contexts.
Research has shown the importance of proactive strategies like positive reinforcement,
restorative practices, and behavior management techniques in creating a safe, predictable
classroom environment. These practices aim to reduce stress and stabilize students

struggling with uncertainty and fear. According to literature, positive reinforcement,
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restorative practices, and proactive behavior management techniques are crucial for
creating a safe and predictable classroom environment. These methods go beyond simply
managing disruptive behavior; they help students develop healthier coping mechanisms
and rebuild their trust in authority figures, which is often eroded by trauma. Behaviors in
trauma—such as withdrawal, aggression, or difficulty concentrating—require
understanding rather than punitive measures (Ura & d’Abreu, 2022). Trauma-informed
practices create classroom environments where students can thrive despite their
challenging circumstances. When teachers adopt these approaches, they acknowledge and
address the lasting effects of trauma, helping students navigate their emotional hurdles.
Educators empower students to build resilience and reconnect with their academic
potential by emphasizing relational strategies on consistent communication, empathy, and
collaborative problem-solving (Zaky, 2024).
External Stressors

External stressors such as housing instability, food insecurity, and family-related
challenges profoundly influence the mental health and academic performance of low-SES
students. These factors often remain invisible in traditional classroom settings, leaving
educators ill-equipped to address the root causes of their students’ struggles (Zaky, 2024).
Teachers often serve as a bridge between students and essential resources, connecting
families to food banks, housing assistance programs, or counseling services. These
actions demonstrate a holistic commitment to student well-being (Ura & d’Abreu, 2022).
Furthermore, tailoring classroom practices to accommodate these challenges is essential.

Teachers might adjust homework policies, provide snacks, or allow extra time for
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assignments to help students overcome barriers to learning. Educators who adopt this
approach report improvements in students’ academic outcomes as well as in their
emotional resilience and sense of belonging.

Emotional and Social Support Needs

Educators working with low-SES students highlighted the role of emotional and
social support in fostering academic success. Many noted that unstable home
environments often leave students grappling with anxiety, depression, and feelings of
isolation, which act as significant barriers to learning. Mental health difficulties are
intertwined with the academic experiences of low-SES students. The lack of social
support networks outside school further compounds these challenges. Teachers described
how some low-SES students faced chronic isolation, which hindered their ability to form
meaningful connections with peers (Mishra, 2020).

The lack of a safety net often manifests as chronic isolation, leaving students
without the emotional anchor provided by a stable support system (Mishra, 2020).
Without such connections, students may struggle to build meaningful relationships, both
within and outside the classroom. Isolation exacerbates the mental health challenges that
many low-SES students already face due to socioeconomic stressors such as poverty,
unstable housing, or family dynamics. Without external networks, friends, extended
family, or community organizations, these students lack outlets to express their emotions
or seek guidance, which compounds feelings of loneliness and helplessness. This state of
isolation often leads to disengagement from learning as students grapple with unmet

emotional needs (Mishra, 2020).
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Teachers who recognize this connection advocate for creating a supportive
environment within schools to counterbalance the lack of external networks. This might
involve fostering strong teacher-student relationships, promoting peer connections
through group activities, and integrating social-emotional learning (SEL) into the
curriculum. Teachers strongly believed that preservice training should include specific
components focused on understanding and addressing low-SES students' emotional and
social struggles. They proposed adding training in social-emotional learning and trauma-
informed practices to help future educators recognize and respond to the mental health
challenges these students face. Teachers also emphasized the value of creating
opportunities for students to build social connections through group projects, clubs, and
mentoring programs. These initiatives reduce isolation and empower students to develop
skills essential for personal and academic success (Mishra, 2020). Programs that involve
parents and caregivers were also highlighted as crucial to building a support system for
low-SES students. Such initiatives could strengthen the overall support network available
to students, making schools a central point of stability.

Limitations of the Study

This study had several limitations that may have influenced the interpretation and
generalizability of its findings. Reliance on self-reported data through semistructured
interviews may have led to socially desirable responses or unintentional omissions,
affecting the authenticity of the findings. The use of virtual data collection methods may
have limited rapport-building and the observation of nonverbal cues, potentially

impacting the richness of the data. Time constraints, as the study captured participants'
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experiences at a single point in time, further restricted the ability to understand evolving

perspectives. While these limitations were acknowledged, the study's rigorous approach

to data collection and analysis was taken to enhance its credibility. Future research with
larger, more diverse samples and longitudinal designs could address these limitations and
expand understanding in this area.

Qualitative data hindered the study, although biases were addressed.
Triangulation procedures were employed to address limitations and improve the
reliability of the findings (Dzwigol, 2020). Despite qualitative research's limitations, this
increased the study's validity. I comprehended qualitative research's subjective
interpretations. However, triangulation and reflective journaling increased
trustworthiness and reduced biases (Amin et al., 2020). These measures boosted the
study's credibility despite its shortcomings.

Recommendations

Based on the findings and conclusions drawn from this study, several
recommendations are proposed to improve the support systems for low-SES students and
to enhance the effectiveness of teacher preparation programs:

1. Teacher preparation programs should integrate comprehensive courses and training
on socio-economic challenges, cultural diversity, trauma-informed practices, and
mental health awareness. These revisions should ensure that teachers enter the
classroom with the tools necessary to meet the complex needs of low-SES

students.
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2. Schools should offer continuous professional development opportunities focused on
the specific needs of low-SES students. Teachers should be equipped with
practical strategies and resources to address the academic and emotional
challenges faced by these students. Ongoing training should include topics like
socio-emotional learning, conflict resolution, and strategies for engaging families.

3. Schools should allocate additional resources to classrooms serving low-SES students,
including teaching aids, support staff (such as counselors and social workers), and
access to community-based programs. A collaborative approach with local
community organizations could strengthen the network of support for students
and their families.

4. Schools should foster stronger partnerships with families and community
organizations to create a supportive network that addresses external factors such
as food insecurity, housing instability, and mental health challenges. Regular
communication with parents, as well as outreach programs, can ensure a more
holistic support system for students.

5. Schools should prioritize adopting trauma-informed practices to ensure that students
who have experienced adversity feel safe, valued, and supported. Teachers should
be trained in recognizing signs of trauma and how to respond appropriately to
create an emotionally supportive learning environment.

6. Further studies are needed to assess the long-term impact of trauma-informed

practices and socio-emotional learning on the academic performance and mental
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health of low-SES students. This research can help identify best practices and

provide evidence for policy changes in education.
Implications

The implications of these findings are far-reaching and suggest significant
changes in how educators are trained and supported. The gaps in preservice teacher
training highlighted the need for a paradigm shift in how teachers are prepared to address
the diverse needs of their students. By emphasizing socio-economic issues, cultural
diversity, and mental health awareness in teacher preparation programs, future educators
will be better equipped to create inclusive, supportive learning environments that promote
the academic and emotional growth of all students, particularly those from disadvantaged
backgrounds. Teachers and school leaders must recognize the profound impact that socio-
economic stressors can have on students' well-being and academic performance.
Adopting a trauma-informed approach can help students feel safe and supported. It can
also contribute to improved academic outcomes and overall success. Finally, the need for
stronger school-community partnerships indicates that educational institutions cannot
operate in isolation. Collaboration with families, local organizations, and community
resources is essential for creating a comprehensive support network for low-SES
students. Schools must work beyond the classroom to address the broader socio-
economic challenges that affect their students' lives.

Conclusion
In this study I highlighted critical gaps in the training and support available to

educators working with low-SES students. While teachers expressed a strong
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commitment to addressing the needs of these students, many felt inadequately prepared to
tackle the socio-economic and emotional challenges they face. The findings emphasized
the importance of revising teacher preparation programs to include training on socio-
economic factors, trauma-informed practices, and strategies for engaging with families
and communities. Additionally, schools must ensure that teachers are supported with
adequate resources, professional development, and a network of community-based
services to help low-SES students succeed. Addressing the challenges faced by low-SES
students requires a multi-approach involving changes to teacher preparation, ongoing
professional development, resource allocation, and stronger community engagement.
Through these efforts, educators will be better equipped to meet the complex needs of

their students and ensure that every child has the opportunity to reach their full potential.
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Appendix A: Interview Protocol
Interview Protocol for RQ1
1. Training Effectiveness: Which specific training modules or courses did you find
most effective in preparing you to support low-SES students?
2. Practical Experiences: How did your student teaching or practicum experiences
help you in understanding and addressing the needs of low-SES students?
3. Resource Utilization: What resources provided during your preservice training
were most helpful in supporting low-SES students?
4. Cultural Competency: How well did your preservice training prepare you to
understand and address the cultural and socioeconomic backgrounds of low-SES
students?
5. Mentorship and Support. How effective were the mentorship and support
systems in your preservice program in preparing you to work with low-SES students?
6. Classroom Management: What classroom management strategies taught during
your preservice training have been most effective in supporting low-SES students?
Interview Protocol for RQ2
1. Curriculum Improvements: What changes would you suggest to the curriculum
to better prepare preservice teachers for working with low-SES students?
2. Additional Resources: What additional resources or materials do you think
should be included in preservice programs to support low-SES students?
3. Field Experience: How can field experiences be improved to better prepare

preservice teachers for the challenges of working with low-SES students?
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4. Cultural Training: What types of cultural competency training would you
recommend to enhance the preparation of preservice teachers for working with low-SES
students?

5. Mentorship Programs: How can mentorship programs be improved to provide
better support for preservice teachers working with low-SES students?

6. Ongoing Professional Development: What ongoing professional development
opportunities should be offered to preservice teachers to ensure they are well-prepared to

support low-SES students throughout their careers?
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Appendix B: Initial Themes

Initial themes
Lack of Focus on

Socioeconomic Issues

Inadequate Cultural

Competency Training

Limited Practical Experience

Codes

SES modules
General theories
On-the-job learning
Lack of focus

Limited application

Brief training
Diversity focus

SES challenges
Cultural competency

Limited understanding

Lack of exposure
Teaching placement
No SES exposure
Unpreparedness

Limited insight

Direct Quotes

"Honestly, I don't remember much
about specific modules aimed at low-
SES students. We covered theories, but
there was very little practical focus on
SES issues." (Jane 1)

"Most of the training wasn't specific to
low-SES students. We covered general
theories that didn't translate well to this
student population.” (John 2)

"Cultural competency was a brief
section, and it didn't really equip me
with the nuanced understanding of
socioeconomic factors that influence
student behavior and learning." (Jane 1)
"We touched on diversity briefly, but I
needed much more on the
socioeconomic challenges these
students face." (John 2)

"My student teaching placement didn’t
expose me to low-SES situations. I was
completely unprepared for the types of
emotional and academic support these

students needed." (Jane 2)
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Classroom Management

Struggles

Resource Utilization Issues

Basic management
Ineffective techniques
Inadequate skills
Poverty challenges

Need for strategies

Lack of resources
General tools
SES resources
ll-equipped

Resource gap

"I didn’t get to work in a low-SES
school for my practicum, so the
adjustment was difficult. I lacked
firsthand exposure to the challenges
faced by low-SES students." (John 2)
"Our management training felt basic. I
quickly realized I needed different
approaches for low-SES students but
didn’t know what those should be."
(Jane 2)

"I felt my management skills were
inadequate because I hadn’t been
trained in techniques that might work
better for students facing poverty-
related challenges." (John 2)

"We had no resources specifically
geared towards low-SES students. I had
to find my own tools, and it took time to
realize what worked and what didn’t."
(Jane 2)

"We had some general resources on
child psychology, but they weren’t
specific to low-SES students. I felt ill-
equipped to support them academically

or emotionally." (Jane 2)
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Navigating External Barriers

Curricular Modifications

Parent involvement
Support network
Community connections
External barriers

Resourcefulness

Low-SES focus

SES training
Economic challenges
Curriculum modules

Socioeconomic awareness

"In my practicum, I learned to be more
resourceful, finding ways to bring
materials and learning opportunities to
the students. I also saw how vital it was
to keep parents involved, despite the
barriers they might face in terms of time
or resources.” (Jane 3)

"What I learned was that low-SES
students often lack a support network
outside of school, which can make them
feel isolated. I had to be very intentional
about reaching out to families and
building those connections." (John 4)
"The curriculum should include a focus
on low-SES dynamics in schools. Many
teachers, like me, would benefit from
modules dedicated to understanding the
economic challenges students bring into
the classroom." (Jane 3)

"Include specific modules on low-SES
issues and how they affect students.
That would’ve helped me understand
what I was walking into." (John 3)
"Socioeconomic awareness training

should be mandatory. We need to learn
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Field Experiences

Mentorship Enhancements

Ongoing Professional

Development

Diverse placements
Low-SES schools
Practical exposure
Real-world learning

Field placements

Tailored mentorship
Low-SES challenges
Practical support
Early mentorship

Focused guidance

Continuous training
Regular workshops

PD programs

Structured professional

development

Ongoing learning

more about the effects of poverty on
students." (Participant)

"Placing more student teachers in low-
SES schools could open their eyes to
what these students need and help us
prepare better." (Jane 3)

"Field experience in diverse schools is
critical. I was placed in a setting that
didn’t prepare me for what I face now."
(John 3)

"Mentorship needs to be tailored to low-
SES teaching challenges. That support
would’ve been invaluable to me early
on." (Jane 3)

"Focus mentorship programs more on
specific challenges faced in low-SES
environments to prepare teachers for the
real issues they’ll face." (John 3)
"Continuous training on low-SES
student engagement is essential.
Workshops or courses could help
teachers stay informed and supported.”
(Jane 3)

"Offering continuous professional
development on low-SES support could

make a huge difference. I feel like I'm
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Emotional and Social Mental health

Support Needs Social support
Emotional needs
Stressors

Anxiety issues

Trauma-Informed Practices Trauma-sensitive
Restorative practices
Trust building
Classroom management

Sensitivity to stress

Understanding External Housing instability
Stressors Food insecurity

External stressors

learning as I go and could use more
structure." (John 3)

"It was eye-opening to see how many of
these students dealt with anxiety,
depression, or other mental health
challenges, likely due to stressors at
home." (John 2)

"Low-SES students often lack a support
network outside of school, making them
feel isolated. Many of these students
needed emotional and social support
before they could even focus on
academics." (John 4)

"Positive reinforcement, restorative
practices, and proactive behavior
management techniques were crucial
for creating a safe and predictable
classroom environment." (Jane 5)

"My mentor taught me how to
implement trauma-informed practices,
which were incredibly important in
helping these students stay engaged."
(Jane 5)

"Knowing that many low-SES students
deal with external stressors like housing

instability or food insecurity helped me
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Sensitive approach approach my teaching with more

Academic care sensitivity and care." (John 2)
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