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Abstract
This case study examines the proposition that caring teachers and
culturally-relevant pedagogy can have an impact on the positive academic
outcomes of Spanish-speaking English Language Learners (SPELLs). For this
purpose, an urban school where SPELLs achieved higher educational outcomes
than similar children in similar district schools was studied using an interpretive,
phenomenological framework. Findings confirmed extant literature that caring is
entwined with culturally-relevant practice. Findings also showed that caring and
culturally-savvy administrators held strength-based conceptions of students’
differences, and made programmatic and policy choices designed to address all
students’ learning needs. Administrators also used “working together” as an
educational strategy aimed at both students and teachers. Working together had
many of the characteristics of joint activity (Cole, 1996, Gallimore & Goldenberg,
2001, Rogoff, 2003). Students, especially those at risk, worked together with
expert adults in small support groups, and had access to adult mentors. Teachers,
in turn, were involved in joint activities with administrators and coaches who
guided their professional development. The study suggests that joint activity
between experts and novices was a mechanism linking caring and cultural
relevance to positive student outcomes, as well as to changes in school culture.
Theoretical and practical implications for school reform are discussed.
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Chapter 1: Introduction
The current study was inspired by the overarching question: To what
extent are culturally-relevant practices required to meet the educational needs of
English Language Learners (ELLs) (Tellez, & Waxman, 2005)? Answering this
question involves multiple levels and units of analysis. The choice to focus on
relationships was informed by a survey of 5,300 elementary and secondary
teachers of English Language Learners in California (Gándara, Maxwell-Jolly, &
Driscoll, 2005), who reported a need to develop better relationships with their
students and families. In the elementary grades, teachers were unable to connect
with their students’ parents, while in middle and high school (grades 7-12)
teachers reported difficulties communicating with students: motivating them to
participate in class, helping them to develop a sense of belonging in the school
and classroom communities, and keeping them engaged with academic content
appropriate to their English language skills. Although improving relationships
with students and parents may be a universal goal among teachers, the authors
found that, “If ‘challenging without discouraging’ students is difficult when
teachers and students speak the same language, it is that much more difficult
when they do not” (p. 7). Further, even when ELLs reach levels of English
fluency that grant their transition to regular education classrooms, they are likely
to still hold cultural expectations about the kind of relationship that is appropriate
between students and teachers that, if not matched by their teachers, may interfere
with learning.
1

The focus on the student-teacher relationship is also grounded in the
developmental systems literature, which recognizes the centrality of adult-child
relationships to student adaptation in general. One important sub-field is
attachment theory, which operationalizes adult-child relationships largely along
two dimensions--sensitivity (warmth, attention, closeness) and demandingness
(authoritative adult-child interactions). Studies have found teacher negativity in
kindergarten to predict academic and behavioral outcomes until the eighth grade
(Hamre & Pianta, 2001), and strong emotional support in the first grade to counter
learning and relational risks identified by kindergarten teachers (Hamre & Pianta,
2005). Further, classroom emotional quality, defined as adult warmth and
sensitivity, correlates with better third- and fifth-grade literacy outcomes, as well
as better math achievement in fifth grade (Pianta, Belsky, Vandergrif, Houts, &
Morrison, 2008).1 There is also evidence that the student-teacher relationship may
affect student outcomes differentially by grade level. A recent meta-analysis,
found that positive STRs in the higher grades had a greater impact on student
engagement and achievement than negative STRs, while in the lower grades the
relationship was reversed, and negative STRs had a greater impact (Roorda,
Koomen, Spilt, & Oort, 2011). Wentzel (1997) also found higher motivation to
work hard, pay attention in class, and higher grades among sixth to eighth graders
who believed their teachers cared about them. In brief, evidence denoting a
connection between positive STRs and student outcomes has been building up in
studies conducted with an attachment framework.
1

This study examined data from the NICHD SECCYD (National Institute of Child and
Human Development Study of Early Child Care and Youth Development)
2

Developmental studies of the longitudinal educational trajectories of
children of immigrants also have confirmed the protective role of a connection
between students and at least one adult at school. Relational engagement,
conceptualized as students’ perceptions that they can count on at least one adult at
school, that teachers care about them, and that someone makes them feel
successful and listens to their troubles2 has been linked to the success of students
who did not have a good start in school but whose trajectories improved after they
found a warm and caring person who showed them pathways to access a college
education (Suarez-Orozco, Suarez-Orozco, & Todorova, 2008). The authors
proposed relational engagement (student relationship with at least one adult) as an
antecedent of behavioral engagement (in academic work), which in turn led to
academic achievement (p. 43).
In addition to the importance of student-adult dyadic relationships, some
studies have identified the role that school-level policies and pedagogy can play
on student engagement, as in the case of subtractive schooling (Valenzuela, 1999,
Hondo, Gardiner, & Sapien, 2008). In fact, school language policies, an
assimilationist climate (presented as color blindness), disconnection from
families, a deficit view of students, as well as expectations that students leave
behind their bilingualism and biculturalism were identified as reasons for
disengagement by high school ELL students in a Midwestern town. Nieto (1984)
2

From Supplemental Notes(Suarez-Orozco, Suarez-Orozco, & Todorova, 2008):
http://steinhardt.nyu.edu/scmsAdmin/media/users/ef58/metrocenter/Online_Suppl
emental_Notes.pdf
3

and Valenzuela (1999) also identified the impact that school contexts can have on
students, and on the development of caring relationships in the classroom.
In brief, this study has been inspired by questions about the need for
teachers and schools to know and affirm the cultural beliefs and practices of
Spanish-speaking ELLs (SPELLs) and their families, and by empirically-based
propositions about the detrimental effect that subtractive school contexts can have
on SPELL engagement and achievement.
Problem Statement
School and classroom practices that affect the educational outcomes of
English Language Learners from Spanish-speaking homes is a national priority
given the fast rate of growth in this student sub-population, coupled with
persistent achievement gaps and school disengagement. In a span of ten years
from 1997 to 2007, enrollment of Spanish-speaking students nationwide increased
by 53.2 percent (from 3.5 million to 5.3 million) while the number of all pre-K-12
students increased by 8.5 percent (from 46 million to 49.9 million) (Batalova &
McHugh, 2010). This trend in ELL student growth reflects fast growth in the
Latino population as a whole which, between 2000 and 2010, accounted for 43%
of the nation’s overall population growth. The Latino population is currently
projected to become 29% of the total U.S. population, or nearly one in three
people, by the year 2050 (Passel & Cohn, 2008). Moreover, by the year 2050,
most of the projected Latino population growth (74%) will be among secondgeneration children of immigrants (Passel & Cohn, 2008), the band where ELL
students concentrate. This demographic growth has been paralleled with the
4

concentration of ELL students in schools with large student bodies (e.g. Texas
and California), high poverty rates, urban location, and internal segregation of
ELLs from both Black and White students (e.g. New York) (Fry, 2003). Such
school factors, which are tied to residential segregation, place ELL students at risk
of school failure. To denote that the risk is not inherent to the student but rather to
the socio-cultural in which students and their families are embedded, rather than
the “at risk” label, some, including this author, prefer the Students Placed At Risk
(SPAR) designation (Portes & Salas, 2007).
The twin phenomena of ELL demographic growth and segregation into
lower quality schools were also observed in New England. In Massachusetts,
during the first ten years of the millennium, at a time when statewide overall
student enrollment declined, the ELL public school student population increased
by 27.4% (Gastic, Colón, & Flannery Aguilar, 2010). In SY 2006-2009, 81% of
ELL students in Boston (vs. 60.1% of their English proficient peers) were
enrolled in high poverty schools, many of which were not meeting AYP*
accountability status in ELA (77.5%) and Math (85%) (Uriarte et al., 2011). High
school dropout rates of ELLs in schools with ELL concentrations between 30 and
50% were much higher (11.6%) than in schools with lower density of ELL
students (Uriarte et al., 2011). Interestingly, Uriarte et al. (2011) also found higher
dropout rates among ELLs attending secondary schools with highly qualified
teachers. This phenomenon, again, begs an in-depth consideration of which
school- and teacher-level characteristics contribute to SPELL success, and the
inclusion of students’ relational needs among factors affecting their academic
5

outcomes. In addition, it is important to consider specific relational needs
emerging from the life experiences of Latino children of immigrants—both ELLs
and native speakers—and their families. It is common for adults who are not
directly acquainted with the process of immigration, or with navigating different
cultural worlds at home and school, or with mastering a second language, to think
that once ELLs develop enough English proficiency to transition into regular
education classrooms, they are ready to navigate the mainstream cultural world of
schools. However, speaking English proficiently is not equivalent to
understanding implicit rules for interpersonal interactions, help-seeking
modalities, the role of students and teachers in the learning process, different
conceptions of success, and so forth. Indeed, growing dropout rates in middle
school among ELLs who reach high levels of English proficiency identified in
Worcester3 and Boston4 suggest risk factors beyond English acquisition. While
these data are preliminary and not yet fully interpreted, the conceptual framework
used in this study suggests that the academic and social challenges usually
associated with the transition to middle school--happening closely to the transition
to regular education--may be exacerbated for SPELLs in the absence of close
relationships with teachers.
Readers may argue, correctly, that the transition to middle school is
challenging for all students, not only SPELLs. Yet, analyses of large national

3

In Worcester Public Schools in 2008, 66.9% of ELL dropouts were assessed at LAU
Category D* (English Language Learners Subcommittee, 2009).
4
In Boston, (Uriarte et al., 2011) noted that of 50 middle school ELLs coded as “dropout:
student status/location unknown” (2.4% of dropouts), 79% were at the highest
ELD/MEPA levels (3 & 4 on the 5 point MEPA scale).
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datasets suggest that second generation Latino students (many of whom are ELLs)
have stronger relationships with their teachers than second generation students of
other ethno-racial groups, which makes them more susceptible to the absence of
such close ties. Particularly strong is the connection between Latina girls and their
teachers (Crosnoe, 2004; Peguero & Bondy, 2010).5 A phenomenological study of
Latino dropout students in a rural Midwestern high school found six out of nine
participants, three of whom were females, were academically capable of passing
standardized tests mandated by No Child Left Behind (NCLB) but discontinued
their education because they felt disconnected from teachers and administrators
(Hondo, Gardiner, & Sapien, 2008). The three female dropouts who participated
in the study specifically perceived their teachers as uncaring and indifferent to
their success and reported this as the reason for school disengagement. In fact,
some have further theorized that the decline in closeness between Latino/a
students and their teachers as Latinos “Americanize” may explain, at least in part,
the “immigrant paradox”--worsening school outcomes as immigrants acculturate
and become incorporated into the U.S. (Peguero & Bondy, p. 176).
In brief, the growth in the Latino population, especially U.S.-born, second
generation children of immigrants, and the role of school-based risks in their
academic under-achievement call for a better understanding of how schools can

5

The authors used data from the Educational Longitudinal Study of 2002, which
includes a representative racial sample, immigrant (including Puerto Rican for this
purpose) generational status (28% first-generation, 40% second-generation, 32% thirdplus-generation), school’s geographic location (West, Midwest, Northeast, or South), and
urbanicity (urban, suburban, or rural).
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improve learning conditions for this student sub-population. The impetus has been
on hiring “highly qualified teachers” who then adopt what they believe to be
culturally “neutral” practices that serve all students “equally.” In so doing,
schools tend to favor mainstream views of what constitutes normative
relationships. Yet, as mentioned above, evidence from analyses of longitudinal
national datasets suggests that SPELLs, especially girls, may be more susceptible
than other student sub-groups to such normative relationships. Thus, the evidence
calls for a better understanding of what kinds of relationships work for SPELLs
not only while they are learning English, but possibly throughout the duration of
their school engagement.
This study delves into the need for culturally-relevant caring in studentteacher relationships, especially when students are Spanish speakers. Valenzuela
(1999) argued that in Spanish, the term educación requires the establishment of
“profound relatedness” between students and teachers for students to develop selfefficacy. Valenzuela and other scholars reviewed in Chapter 2 have argued that
considerable “differences in the way students and teachers perceive school-based
relationships can bear directly on students’ potential to achieve” (p. 62). They
have made remarkably similar propositions about the importance of caring and
the etimologically-related Spanish term cariño (Hondo et al., 2008) to student
success, as reflected in the following statements:
Motivating students and inspiring ganas (will or desire) to achieve
academically will only occur when we have educators con cariño (with
loving respect) who are willing to provide a culturally responsive
education” (Hondo et al., 2010, p. 139).
8

The care or rejection experienced by Puerto Rican students in U.S. schools
can have a significant impact on their academic success or failure (Nieto,
1998, p. 157).
Differences in the way students and teachers perceive school-based
relationships can bear directly on students’ potential to achieve”
(Valenzuela, 1999, p. 62).
The similarity of their claims stems from the meaning of the word
educación, which includes moral, social, and affective dimensions that make it
broader in scope than the English cognate, “education,” which refers more
concretely to academic achievement and number of years of schooling. Their
work, although not new, is timely in light of national findings stated above. This
study explores the co-occurrence of a positive school culture, policies, and
programs with SPELL academic achievement. The design is largely exploratory,
and makes no attempts at establishing causal relationships between the major
constructs.

9

Chapter 2: Literature Review

Historically, the notion of caring as an educational approach has been
traced to a strand of urban school leadership that emerged in contrast to the
traditional school administration movement whose business model would
eventually prevail in school management (Blount, 1996). Caring leadership was
shaped by “Deweyan progressives and supporters of the women’s movement” (p.
14) and represented in the work of three women leaders, who became
superintendents of urban school districts—Chicago, New York, and Los
Angeles—in the late nineteenth and early twentieth centuries.
Although caring has long been part of the conversation about what
happens in schools, it was not until 1982 that Carol Gilligan elevated this
construct to a higher moral ground by presenting it as the highest stage in
women’s moral development. Gilligan’s (1982) In a Different Voice built upon
the work of her mentor and Harvard colleague, Lawrence Kohlberg, whose theory
of moral development, derived from samples largely made up of boys, presented
an ethic of justice as the highest stage of morality. Carol Gilligan expanded
Kohlberg’s theory by interpreting discrepancies between girls’ and boys’
responses to moral dilemmas as a reflection of gender differences in moral
trajectories determined largely by the different social roles that women and men
played traditionally. She argued that women’s socialization for childbearing and
caregiving shaped their moral developmental trajectory to favor relationship and
attachment over an ethic based on abstract principles: which she attributed
10

primarily to men’s more autonomous and individualistic developmental
trajectories. Gilligan’s methodology and findings have been criticized by many
writers. For example, a meta-analysis of gender differences in moral development
conducted by Lawrence Walker at the University of British Columbia found no
significant differences between male and female moral reasoning at similar
educational and occupational levels (Walker, 1984).
This study does not focus on caring as a stage in moral development. Of
interest here is Nel Noddings’ (1984, 1992) re-formulation of ethic of care as a
pedagogical approach towards school reform. In fact, Noddings’ work resonated
with Latina scholars (Nieto, 1984, Valenzuela, 1999), and with scholars in the
field of culturally-relevant pedagogy (Gay, 2010, Ladson-Billings, 2009). The
remainder of this chapter examines the evolution and different conceptualization
of caring in schools, as well as its connection with culturally-relevant pedagogy.
The chapter also proposes using a socio-cultural lens from an applied child
development perspective to unpack specific mechanisms at work in caring
relationships and how they lead to improved outcomes among English Language
Learners from Spanish-speaking homes.
Noddings’ Ethic of Care
In the 1980 and 90’s, Noddings (1984, 1992) overhauled Gilligan’s ethic
of care into what she eventually presented as “an alternative approach to
education” (Noddings, 1992). In her vision, schools would be less hierarchically
structured; move away from the rigidity of disciplines and their detachment from
11

students’ interests; move away from assessments that turn teachers into judges,
and from tracking. Instead, she proposed centering schools around an ethic of
care, which she defined as “caring for” or authentic care versus “caring about” or
aesthetic care (Noddings, 1984). The preferred modality, caring for, was a form of
“engrossment” or “displacement of interest from my [the adult’s] own reality to
the reality of the other” (p. 14). Noddings’ caring happened in the context of a
dyadic relationship in which the “one-caring” (teacher) put aside her or his own
projects to actively listen to and focus on the success of the “cared-for” (student).
The role of the cared for, on the other hand, was to reciprocate by accepting and
acknowledging the care offered by the one caring (Noddings, 1992). This form of
reciprocity, Noddings argued, was necessary to keep the one-caring motivated to
continue in the relationship. In fact, Noddings’ vision of the student-teacher
relationship was similar to the traditional mother-child relationship. Whereas the
mother’s reward is the child’s positive development, the teacher’s reward is the
student’s positive engagement in learning.
Another important characteristic of the caring relationship was its
grounding in student-teacher dialogue over a time period longer than one
academic year. Dialogue was conceived not only as a form of communication, but
Noddings also invoked Paulo Freire’s conception of an open-ended process
designed to understand, empathize, and appreciate what students bring to the
table. Dialogue, thus, was premised on confirming or “affirming and encouraging
the best in others,” and attributing to students “the best possible motive consonant
with reality” (p. 25). The centrality of dialogue or “talking” was also posited by
12

Tarlow (1996), who actually doubted that caring could develop between
individuals who spent time together but did not talk. Tarlow argued that the
frequency and ease, rather than the nature, or even the tone (confrontational or
empathetic) of dialogue helped build and maintain caring relationships.
In addition to dialogue, Noddings (1992) proposed that authentic care
would emerge only in the presence of continuity of time, people, place, purpose,
and curriculum. Continuity of time, people, and place referred to an ongoing
relationship between students and teachers over time beyond the academic year.
In fact, she based her recommendations on the work of Jaime Escalante, who
claimed he needed three years with students to develop a caring relationship. To
create such continuity, Noddings recommended looping teachers in elementary
school, and, more importantly in high school, where she proposed keeping
students with the same subject area teachers throughout the high school years
(while ensuring, of course, that the teacher was a good one). She then argued that
a caring relationship could sustain student engagement in a subject during hard
times. Noddings also proposed limiting students’ movement between buildings at
short intervals, as in the K-5, 6-8, and 9-12 grade configuration. Instead, she
suggested merging middle and elementary schools, a recommendation that
presaged current debates about the role of grade configuration in student
retention.
As Noddings, Tarlow (1996) found continuity in relationships—spending
time together, and being there—to be essential for developing caring
relationships. Being there was described as the teacher’s physical presence in the
13

building and ability to convey to students a sense of unconditional availability
even when time limitations made this impossible, and the actual time dedicated to
students was limited. The student’s belief that the teacher would be there was, in
other words, more important, than the actual physical presence of the teacher in
the building. “Being there” also implied patience and the teacher’s willingness to
present material in multiple ways to increase students’ understanding.
In addition to continuity in the interactions between students and teachers,
Noddings spoke about continuity of purpose and curriculum. Her notion of
continuity of purpose would transform schools into “centers of care” (p. 65)
where caring would be at least as important, if not more, than the development of
academic skills and content knowledge. In their role as centers of care, schools
would become family-like environments where teachers would think of
themselves as “educators” who would model how to care for others, and teach
students how to receive care (Noddings, 1984). She believed that all teacher
behavior had “moral overtones” (p, 179) and that organizing schools for caring
required teachers to stay closer to a “maternal attitude” (p. 197). Interestingly,
Noddings emphasized caring as the main form of continuity between home and
school. Continuity of purpose was later conceived as a form of cultural continuity
between home and school, when principles of an ethic of care were adopted by
the field of culturally-relevant pedagogy. Finally, for setting in place continuity of
curriculum, Noddings recommended giving students and teachers more freedom
to use their own judgment; reducing competitive grading and excessive testing;
and accepting “the challenge to care by teaching well the things students want to
14

learn” (Noddings, 1992, p. 174). These recommendations seem dated in an era of
increasing curriculum standardization, accountability, and high-stakes testing.
Yet, in an observation that presages the current accountability climate, Noddings
suggested that summative assessments by outside evaluators might strengthen
caring as teachers and students might be inadvertently turned into partners “in a
battle against the examiners” (1984, p. 195). As this statement implies, not even
standardized assessment and school accountability provisions of an educational
policy such as No Child Left Behind were seen as an impediment for caring in
schools.
Finally, another mechanism to create caring relationships was teacher
modeling. “We do not tell our students to care; we show them how to care by
creating caring relations with them” (p. 22). Furthermore, caring was predicated
on a “needs-and-response-based ethic” (p. 21) over a universal, principle-based
ethic of justice. In fact, Noddings characterized the ethic of care as more equitable
than the ethic of justice that provides equal treatment for all. This proposition
presaged the current popularity of differentiated instruction in schools.
Tarlow’s (1996; Owens and Ennis, 2005) work not only validated
Noddings’, but also operationalized caring as a mechanism leading to student
achievement. In a grounded theory study, where participants (n=84) were
recruited from two schools, as well as family and voluntary agencies in the
geographic vicinity, Tarlow distinguished between caring in the family and caring
at school. In family settings, caring was presented as “intense, physical, and
passionate emotions” (p. 71), whereas in schools caring was “colored by thought
15

and judgment” (p. 71), and expressed in terms of empathy for students and
hopefulness for their future personal and work life. Thus, Tarlow’s work began to
unpack differences between caring as it manifests across the different contexts of
a child’s life: home and school. This distinction is important, because it implies
that not only is variation in the expression of caring possible among different
individuals in the same, and in different cultural communities, but a range of
caring behaviors can be observed in the same individual across different contexts.
An important distinction made by Tarlow was between caring as feelings
and caring as actions. She argued that caring was not just an intra-personal
cognition, but had to manifest in action or praxis. Caring praxis included:
spending energy to attend to students, re-teaching material that students did not
understand, assessing and re-assessing needs, making decisions to address such
needs, spending extra time with students, acting in their best interest by promoting
success beyond school, and empowering students to develop self-esteem,
confidence, and self-reliance. All of these practices operationalized caring into
mechanisms that could lead to academic achievement.
Finally, other authors have warned against assuming a connection between
the verbal expression of caring feelings and corresponding actions. Some authors
have found caring feelings paired with actions that undermine student outcomes
(Dempsey et al., 1996; Nieto, 2010). For example, Nieto (2010) highlighted a
frequent contradiction between teachers’ “nice attitudes” and uncaring behavior
through the following teacher testimony:

16

We have plenty of warm friendly teachers who tell the kids nicely to
forget their Spanish and ask mommy and daddy to speak to them in
English at home; who give them easier tasks so they won’t feel badly
when the work becomes difficult; who never learn about what life is like
at home…. (p. 114).
To summarize, an important distinction in caring theory is between caring
as a moral outcome of education in schools that assume a broader view of their
role in shaping the whole child, and as a praxis focused on promoting academic
outcomes. Valenzuela proposes that caring as outcome is consonant with
educación, and therefore with culturally-relevant pedagogy for Latino students.
As will be seen next, scholars of CRP, on the other hand, adopt a view of caring
aligned with praxis. In this view, caring can serve to fuel teachers’ commitment to
students’ success.
Caring as a Pillar of Culturally-Relevant Pedagogy
Culturally-relevant pedagogy (CRP) is a framework that emerged from the
multicultural education movement of the 1970s, and aims at providing teachers
with tools that introduce principles of social justice and equitable education into
the classroom. The term pedagogy is used broadly and applies to curriculum,
instruction, and school culture (Banks, 2004). Culture, on the other hand, is
defined in many ways. The socio-cultural definition espoused by CRP is of
culture as shared beliefs and practices that emerge, and never stop changing,
among “groups of people who have some common and continuing organization,
values, understanding, history, and practices” (Rogoff, 2003, p. 80). Sociocultural theory is introduced below because, as the reader will see, it provides
useful analytical tools to understand cultural change in schools.
17

Culturally-responsive teaching at the classroom level, has been
conceptualized as: (a) validating cultural, learning, and other differences through
the use of a multicultural curriculum; (b) educating the whole child by supporting
healthy social, emotional, and identity development; (c) everything that happens
in classrooms (Gay, 2010). Gay further identified three central features:
“cooperation, community, and connectedness” (p. 38). In other words, classroom
instruction, curriculum, and assessment oriented towards educating the whole
child and designed to validate cultural or other kinds of differences are central to
culturally-responsive pedagogy. When this is in place, CRP theorizes
improvements on student self-confidence, which in turn leads to academic
achievement, either inspired by students’ desire to emulate, or to please their
teachers (Owens and Ennis, 2005).
Scholars of culturally-relevant or culturally-responsive pedagogy (Gay,
2010; Ladson-Billings, 2009) have broadly operationalized care as the belief that
all students can learn and are capable of high levels of achievement. LadsonBillings (2009) further argued that culturally-responsive teachers would structure
social relationships in the classroom in ways reminiscent of family practices. For
example, she recommended assigning students to “extended family groups,”
where they would be held responsible for monitoring one another’s academic
work, personal behavior, and collective conflict resolution. In this model, the
academic achievement of any individual student would be attributed to the work
of the whole family. Ladson-Billings’ conception of culturally-responsive
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pedagogy, like Gay’s definition of culture, also overlapped with socio-cultural
theory, which is reviewed later in this chapter.
Another connection between caring and culturally-relevant pedagogy was
formulated by Eaker-Rich and Van Galen (1996) who found that in an urban
school where caring was consistently viewed as an important and desirable value,
there was an impetus to understand and articulate under-represented students’
community histories and cultural meanings in order to build continuity in the
students’ social lives.
Culturally-relevant pedagogy moves from shared principles to different
practices when applied across cultural groups. Thus, Latino-centric pedagogies
(the plural is used to indicate variability across Latino communities) share some
of the tenets of African-American pedagogies. Both promote high expectations,
caring, collaboration and mutual support favored over competition. In addition,
Latino-centric pedagogies add linguistic maintenance and bilingualism for its
value as a skill and as way of affirming students’ home identities. Nieto defines
culturally-responsive pedagogy for Puerto Rican children as promoting
bilingualism as a strength, affirming students’ home language, encouraging
students to speak Spanish at home, and teachers to learn about students’ home
life. Nieto proposed that the most academically successful students would be
“cultural straddlers” who “negotiated schooling by embracing dominant cultural
codes and discourses while at the same time retaining their cultural styles and
identities (Prudence Carter, 2005, p. 2040).”
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Nieto (1998) also built on a voluminous body of evidence to propose that
care was “the missing ingredient in the education of Puerto Ricans” (p. 156) and
argued that “the care or rejection experienced by Puerto Rican students in U.S.
schools can have a significant impact on their academic success or failure” (p.
157). Invocations of caring teacher testimonies described caring in these terms: “It
is not an 8:40 to 3:30 P.M. job but an extension of my life, as if it were part of my
family” (Nieto, 1998, p. 31). Or “students have to feel liked by the teacher; they
gain strength from their relationship to their teacher” (p. 36). In the final analysis,
it is unclear whether Nieto advocated for caring as culturally-relevant pedagogy
or in terms of equity—i.e. to level the playing field between the absence of care in
schools typically attended by Puerto Rican students, and schools for their
wealthier European-American and Asian counterparts. In this view, caring would
serve to redress a “resource gap” or a “caring gap” (Nieto, 2012, p. 11), and to
protect students from the risks they encountered in low-income, low-quality
schools. Her model of how caring could impact student achievement is presented
in Figure 2-1 below.
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Figure 2-1: Nieto’s Theory of Change for Caring Schools for ELLs

Linguistic and
cultural
maintenance
Ethic of care
High expectations

Academic
success

Risk is school-based
(not a student
characteristic)

Valenzuela (1999) also argued an overlap between Latino-centric
pedagogies and the meaning of educación. In her findings from an ethnographic
study of a Texas high school, she reported that non-Latino teaching staff saw their
Mexican-American students as not caring about school, while students saw
teachers as not caring for them. Valenzuela attributed these cognitions to a
mismatch in cultural expectations about the expression of care. Non-Latino
teachers understood that students would demonstrate caring about schooling
through a commitment to ideas or practices that purportedly led to achievement.
Immigrant and U.S.-born youth, on the other hand, expected an authentic giveand-take with their teachers, “where sustained reciprocal relationships between
teachers and students are conceived as the basis for all learning” (p. 61).
Valenzuela argued that the English term “education” is understood as knowledge
gained by individuals from books, articles, and other objects alone, with the
teacher serving an instrumental role to facilitate the learning process. Instead, the
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Spanish view of educación implies the establishment of “profound relatedness”
between students and teachers before students develop a healthy sense of selfefficacy. These “differences in the way students and teachers perceive schoolbased relationships can bear directly on students’ potential to achieve” (p. 62).
Valenzuela further argued that the absence of authentic care was especially
problematic in subtractive and racist schools especially for U.S.-born ELLs from
immigrant households because these students may disengage from schools as an
act of resistance, even when they have enough English skills to continue making
progress. Valenzuela identified several dimensions of school organization as
being particularly problematic: the ethnic makeup of the teaching staff (81% nonLatino); the leadership’s refusal to acknowledge a need for hiring more Latino
teachers; internal chiding of committed teachers; and inadequate professional
development focused on methodological considerations that did not recognize the
need to involve the whole child in learning.
Hondo, Gardiner and Sapien (2008), also from a Latino-centric
perspective, claimed that instrumentalist relationships in which teachers limit their
role to facilitating learning from books by using autonomy-building strategies
may be interpreted by ELL students as a form of personal disconnection. A
student complained about a teacher who “just gives you the book and expects you
to do the job without telling you what you are supposed to do” (p. 63). “If you
asked them for help they would barely give it to you. Most of the teachers would
just give you the work and say, ‘Here, you can do it. Read the chapters’” (p. 71).
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Sometimes my head would be hurting really bad because I was
thinking really hard and trying to figure it out [a math problem]
and he [the teacher] wouldn’t want to explain. He would just get
tired of me, I guess, asking him questions on how to do it. Maybe I
expected too much.… You’re not the only one asking for help.
There’s a lot more (p. 64).
The potential for confusing teachers’ efforts to promote autonomy with
lack of caring is troubling since autonomy development is deeply embedded in
positive pedagogy in institutions that promote individual achievement, selfreliance, and competition, all of which are widely-shared societal values in the
U.S. Another dimension of teacher behavior that has different meanings across
communities is demeanor. For example, Valdés (1996) found that when Latino
students perceived a teacher as caring because she showed interest in their lives
outside the classroom, they overlooked her rather grumpy disposition, and chose
her over a kinder teacher with a more detached attitude. Similarly, a teacher’s
willingness to “stick by” ( p. 70), and “put some sense” (p. 71) into students (by
expressing anger if necessary), was perceived as caring.
The meaning of educación is important, not for its localized connotations
about specific behaviors that denote buena educación, but rather because of a
universal understanding that it includes moral, social, and affective dimensions.
Investigating different meanings of educación, Prins (2011) found that adults in
rural areas of El Salvador valued communicative competence (knowing how to
express oneself, converse in a friendly, respectful manner, and use socially
appropriate language) as a moral, or social educational outcome. This finding was
very different from Mexican-American parental beliefs that well-adjusted children
can relate to others respectfully, which does not always involve self-expression
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(Reese et al, 1995). Yet, for Mexican-American parents the respectful contention
of self-expression is also a desirable moral and social outcome of education.
These examples show that, in spite of different local understandings of what
moral and social outcomes are desirable, there is consistency in the conception of
educación as involving moral and social outcomes. Such consistency across
Latino communities inside and outside the U.S. give universal resonance to
Valenzuela’s (1999) recommendation that teaching Mexican-American students
in a Texas high school should involve profound connection and authentic care
consistent with Noddings’ theory. In brief, when culturally-relevant pedagogy is
conceptualized from a Latino-centric perspective, it includes building connection,
moral development, social skills, and teaching by any means necessary, through
unconditional—even if grumpy--support (sticking by), and a demonstrated
interest in students’ long-term outcomes.
Translating this knowledge into culturally-relevant practice is not easy,
however, especially in multicultural classrooms where multiple models of the
student-teacher relationship converge. Furthermore, some have argued that the
focus of multicultural pedagogies on persistent group inequality has been
detrimental to understanding within-group variability in development (Portes,
2007). Portes argues that, although undoubtedly appealing from a social justice
perspective, culturally-relevant pedagogies present limitations that are better
addressed by other theoretical frameworks, such as socio-cultural theory, which is
presented next.
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Socio-Cultural Theory
Portes proposes socio-cultural theory (Cole, 1996; Rogoff, 1990) for
refining the analysis of mechanisms that lead to differential student outcomes
within and across groups. Furthermore, socio-cultural theory provides a dynamic
view of culture and the process of cultural adaptation that takes place in
classrooms. Such processes were first studied in the 1970’s in a landmark Hawaii
study (Tharp, & Gallimore, 2007) where the use of students’ home socialization
practices in schools for the sake of improving academic outcomes was first
explored. The Kamehameha Early Education Program (KEEP) sought to address
persistent achievement gaps among Native Hawaiian students who lived in
economically depressed rural areas by investigating how differences between
home and school socialization practices affected students’ relationships with
teachers (2007). One source of home-school dissonance identified in the study
was in socialization practices. Unlike their European-American counterparts,
Native Hawaiian children were not socialized to leave the family, but rather to
become increasingly competent taking on family responsibilities. Parents
delegated supervisory power to older siblings, and took a hands-off approach to
conflict resolution in order to encourage the development of such skills in their
youth. As a result, Hawaiian children did not automatically look for adult support
when difficulties completing tasks or conflicts with peers emerged. This practice
did not work well in the school context where teachers are central to conflict
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resolution among peers, and the incorporation of different cultural models6 about
conflict resolution took some adjustment on the part of both students and teachers.
Teachers had to learn how to interact with students in ways that would earn
students’ respect, and students spent the first five weeks of class learning school
expectations about student-teacher interactions. Importantly, the home
socialization practices were incorporated into the following programmatic
component:
In the Open Door feature, the teacher borrows aspects of the
Hawaiian adult role: modeler of skills, setter of tasks, and overall
supervisor. She allows the children independent organization of
their activities, and she lets them work out any interactional
problems according to their own understandings of their social
relationships. She intervenes only when the skills of the group are
not adequate to the task or if serious disruption occurs. In
Hawaiian society, cooperation over tasks is one of the main ways
to initiate, confirm, and signal friendship and good feeling among a
group of people. The Open Door feature allows this to happen
between teacher and children, and also between child and child (p.
293).
The Hawaiian study opened new ways of looking at culture in the
classroom, and connecting cultural relevance with student outcomes. When an
experimental design was used to evaluate the outcomes of Native Hawaiian
students participating in KEEP-like programs with those of peers in regular
schools, highly significant differences were found between the intervention and
control groups, with the former approximating and sometimes exceeding national
norms (p. 302). The program was then replicated and adjusted in a Navajo
community school in northern Arizona, in Zuni Pueblo schools in New Mexico,
6

Gallimore and Goldenberg (2001) define cultural models as “shared mental schema or
normative understandings of how the world works, or ought to work. The concept incorporates
behavioral (activity) as well as cognitive and affective components” (p. 47).
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and subsequently, through the authors’ affiliation with the Center for Research on
Education, Diversity & Excellence (CREDE) at U.C. Berkeley, with other
linguistic and cultural group in the U.S. CREDE eventually scoured the literature
for results of similar projects conducted with Puerto Rican, African American,
Native American, Mexican immigrant, Appalachian urban migrant, Southeast
Asian newcomer, Eskimos or Aleut, and even mainstream gifted and talented
children, to distill shared principles applied in all such programs.
The result of all of these studies and a systematic review of the literature
were the Five Standards of Effective Pedagogy (Tharp, 1999), which included:






Standard I: Teachers and students working together to produce a product
or idea.
Standard II: Developing language and literacy across the curriculum.
Standard III: Making meaning; connecting school to students’ lives (by
contextualizing curriculum in students’ experiences in home, community,
and school).
Standard IV: Teaching complex thinking by engaging students in
challenging lessons.
Standard V: Teaching through conversation, that is emphasizing dialogue
(especially academic, goal-directed, small-group “instructional
conversations” over lectures)

The reader will note that these standards were not presented as culturallyrelevant pedagogy, but as effective pedagogy for all students. When compared to
the characteristics of culturally-relevant teaching presented by Gay (2010) above,
the Standards for Effective pedagogy propose specific classroom practices:
working together to produce a product or idea; and teaching through instructional
conversations (reviewed below). Tharp et al. (2000) called the instructional
conversation “the capstone of effective education” (p. 34), and claimed it captured
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all of the Five Standards by providing “grouping structures that create extended,
intensive teacher/student relationships ( Darling-Hammond and Falk, 1997), a
basis for relating school learning to the student’s family and community
contextualized knowledge, helping the development of speech, writing, and
problem solving skills, and the sharing and questioning of ideas and knowledge”
(p. 32).
Instructional conversations are small-group discussions that have been
connected to improvements in literacy outcomes among English Language
Learners. When accompanied by literature logs7, they meet Department of
Education evidence standards (What Works Clearinghouse, 2006)—albeit with
reservations, based on two studies (Saunders & Goldenberg, 1999 and Saunders,
1999) including more than 200 Latino ELLs in grades 2 to 5 that measured the
intervention’s impact over a short- (a few days) and long-term (a few years).
Acting as facilitators, teachers engage English language learners in
discussions about stories, key concepts, and related personal
experiences, which allow them to appreciate and build on each
others’ experiences, knowledge, and understanding (What Works
Clearinghouse, 2006).
As Tharp et al. (2007) point out, the engagement of students and teachers
in conversation implies fluidity in the teacher’s role from a position of authority
and planning to one of equality and responsiveness to students. At the same time,
instructional conversations enable teachers and students to co-construct a shared,
7

Literature Logs require ELLs to write in a log in response to writing prompts or
questions related to sections of stories. These responses are then shared in small groups
or with a partner (WWC, 2006).
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culturally-relevant value system; they provide a mechanism whereby classroom
instruction can convey caring; and they lead to academic achievement. In
addition, instructional conversations reflect several constructs central to sociocultural theory: activity as the unit of analysis, and classrooms as activity settings
(Gallimore, & Goldenberg, 2001). Other useful analytical tools provided by
socio-cultural theory is “cultural community” (Rogoff, 2003) as it applies to
schools, and a definition of culture not as an attribute of individuals based on their
national origin, or their belonging in ethnic or racial groups, but rather as common
ways and cultural models that emerge from participation in cultural communities.
In other words, it is through engagement in joint activities that individuals
develop a shared culture. This more nuanced view of how culturally-relevant
pedagogy develops (from within the school/classroom and in joint activity) allows
for greater variation in the expression of caring, as long as it is constructed as
such by members of a cultural community.
In conclusion, this study investigates the consonance of ethic of care with
Latino-centric pedagogy, especially as expressed in the term educación and is
guided by three interacting conceptual frameworks: caring theory, culturallyrelevant pedagogy, and socio-cultural theory. Ethic of care and culturally-relevant
pedagogy are the two major frameworks that guided question formulation, while
constructs from socio-cultural theory were used as analytical tools.
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Chapter 3: Methods
The case study method was chosen to frame this investigation because it is
well suited for examining contemporary8 phenomena with unclear boundaries and
for asking “how” and “why” questions (Yin, 2009). The multiple ways ethic of
care can manifest itself, and be sustained, within a school and in classrooms make
it hard to define its boundaries. Likewise, studying how teachers understand their
daily experiences in their school context, plus the interactive dynamics of schoolwide and classroom processes requires an in-depth examination of multiple levels
and aspects of school organization which can best be captured by using the school
as unit of analysis and the a case study design.
Further, this case study has a multi-layered design, as it is embedded in a
larger mixed-methods exploration of school practices that facilitate positive
academic and engagement outcomes for Spanish-speaking ELLs. The larger
exploration included multiple regression analyses, which were used to select
Henry George Elementary School (pseudonym) for its success with ELLs.
Findings from the larger exploration will be used as context for the current case
study. In addition, embedded within the case study, are four sub-studies of
teachers’ perceptions of their relationships with students. Yin recommended
8

The phenomenon also met the “contemporary” definition, as this was not a historical
event. In this study, Yin’s use of the term “contemporary” rather than “current” has been
interpreted to mean an event that has taken place at a point in time close to the time of the
study. This interpretation seems consonant with Yin’s, who used famous studies such as
Essence of Decision: Explaining the Cuban Missile Crisis by Graham Allison as
examples of well designed and implemented case studies. Graham Allison’s research was
conducted a posteriori of the Cuban missile crisis, but still at a time when the participants
were alive and could be interviewed.
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embedded designs for testing propositions and the circumstances in which they
might be true. The embedded sub-studies are also designed to provide different
units and levels of analysis that will make it possible to explore the mutuallyconstitutive nature of individuals, institutions, and their socio-cultural
environments. Such mutuality is a central tenet of theoretical frameworks for the
study of human development, which also inform this study. Figure 3-1 represents
these tenets, and more importantly, the need to study different levels of human
organization operating simultaneously in order to understand developmental
phenomena in schools.
Unit of analysis:
Henry George
School

Figure 3-1: Multi-Layered, Embedded Case Study Design
T
T

Teacher 1

Teacher 3

Teacher 2

Teacher 4

Context: Mixed methods
investigation of educational
practices that contribute to
SPELL success

i
Source: Yin (2009), p. 46.
The main proposition guiding this study is that there is an association
between culturally-relevant pedagogy and the success of Spanish-speaking ELLs.
Furthermore, it is expected that culturally-relevant pedagogy will include an ethic
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of care, and some, but not all elements of socio-cultural theory (Figure 3-2
below). The reader will promptly see that this study is not designed to show a
causal relationship between any of its main constructs, but rather to determine
their association in a school where SPELLs succeed. For this reason, the
identification of a control group was not deemed necessary.
Study Questions
The questions reflect the study’s exploratory and theory-building
objectives. The first two questions explore the presence of an ethic of care in
school-wide beliefs (guiding pedagogical principles) and practices (including
organizational structures and activity settings). The separation of beliefs from
practices should not be construed as an assumption that beliefs precede practices.
Rather, a central assumption of this study is that beliefs and practices are coconstructed—i.e., practices shape beliefs and beliefs shape practices. Finally, the
third question explores the connection between ethic of care and culturallyrelevant practices for Spanish-speaking ELL students.
1. How are elements of an ethic of care reflected in the guiding
pedagogical principles of a school where Spanish-speaking ELLs
succeed?
2. How are elements of an ethic of care instantiated into structures and
practices at the school and in classrooms?
3. How are elements of an ethic of care congruent with culturallyrelevant pedagogy among Spanish-speaking English Language
Learners at the school?
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Conceptual Model

The study is guided by three conceptual frameworks--caring theory,
culturally-relevant pedagogy, and socio-cultural theory--whose interaction is
depicted in Figure 3-2 below. This visual representation of the conceptual
framework reflects the incorporation of ethic of care by culturally-relevant
pedagogy, and an area of interaction between socio-cultural theory and the larger
theoretical umbrella represented by culturally-relevant pedagogy.
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Figure 3-2: Conceptual Model
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Constructs
As a first step towards explicating the study’s design, key constructs are
defined and operationalized. The two main student outcomes used to select a
school where Latino ELLs succeeded were academic success and student
engagement: both of which were derived from archival data that schools are
mandated to file as part of accountability provisions of No Child Left Behind.
Table 3-1: Definition and Operationalization of Student Outcomes
Construct

Operationalization

Data Source

Academic
success

Proficiency and pass rates on statestandardized tests in English Language
Arts (ELA) and Mathematics (reported in
the aggregate).

Archival data from
state department of
education

Engagement
success

Annual dropout, median attendance, and
out-of-school suspension rate (in the
aggregate).

Ibid.

The operationalization of culturally-relevant pedagogy and ethic of care is
selective of the multiple facets represented by these constructs.
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Table 3-2: Operationalization of Culturally-Relevant Pedagogy
Construct

Operationalization

Data Source

Linguistic
maintenance

Spanish is taught at the school, use of
School mission,
Spanish is encouraged, bilingualism seen as interviews,
an asset on which to build English and
observations
content acquisition

Cultural
maintenance

School prioritizes hiring teachers who
understand students’ cultures and training
those who do not.

School mission,
Interviews

Educación

Pedagogy that incorporates authentic care,
profound connection, and that extends the
purpose of education to include moral
outcomes such as respect, and becoming a
persona de bien.

School mission,
Interviews

Whole child
approach

Pedagogy incorporates strategies for
educating the social, emotional, moral
child, as well as for developing a healthy
identity.

Interviews,
school mission

Teacherstudent joint
activity
Connecting
school to
students’ lives

Teachers and students work together to
produce a joint product or idea—e.g.
instructional conversations.
Curriculum is contextualized in students’
home and community experiences. School
makes a concerted effort to involve and
support families in their children’s
education.

Teacher
interviews,
observations
Teacher
interviews,
observations
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Table 3-3: Operationalization of Ethic of Care
Construct

Operationalization

Data Source

School as
center of care

Opportunities to develop caring
relationships between teacher/other adults
are available to students during recess and
after hours.

School mission,
documentary
data,
Interviews

Continuity of
place, people,
and time
High quality
programs for
all

Teacher looping, grade configuration,
classroom assignments.

Documentary
data, interviews

No internal tracking; non-competitiveness

Interviews.

Authentic
care

Attends to student mood, focus, clues that
their minds might be elsewhere; puts best
interest of the student first, even if teacher
doesn’t benefit, and without being asked.
Expects some form of student reciprocity.
Adults demonstrate the kind of relationships
that are expected among students throughout
the building.

Administrator,
teacher, parent
interviews,
classroom
observations.
Ibid.

Modeling

Activities intentionally designed to provide
opportunities for adult-youth dialogue at the
school.
Source: Adapted in part from Noddings (1992), p. 174.
Dialogue

Ibid.

Site and Participant Selection Criteria
Once academic and engagement success were operationalized, a school
where these outcomes manifested for Latino ELL students had to be selected as
the main unit of analysis. The selection of the Henry George, therefore, was based
on three criteria: the school had to have a large percentage of Spanish-speaking
ELLs; Spanish-speaking ELLs had to have successful academic and engagement
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outcomes; and the school had to espouse some form of culturally-relevant
pedagogy.
Criterion 1: Percentage of Spanish-speaking ELLs. The first criterion
for school selection was the presence of a substantial number of Spanish-speaking
ELL students. As shown in Table 3-4, cross-tabulations of student demographics
and language ability (Native English Speakers/Early Bilinguals* (NES + EBs)
and ELLs and former ELLs (ELL + fELL)) showed that 97% of ELLs and fELLs
were Spanish speakers in SY2009. It is also worth noting that 12% of students
who were classified as native English speakers or early bilinguals upon school
enrollment also spoke Spanish at home. Thus, the school also contained a
percentage of Latino students who were not SPELLs.
Table 3-4: Student Demographics in SY2009 by Language Ability

Gender (male)
Low-income (FRPL)
Students of color (non-White)
Native Spanish speakers

NES + EBs
55.2%
85.4%
96.4%
12.0%

ELL + fELL
43.9%
93.4%
99.0%
97.0%

Source: State Department of Elementary and Secondary Education.
Such intense concentration of Spanish-speaking ELLs in one school was
not typical at Urban District, where the Henry George was situated. The school’s
percentage of 55.4% native Spanish speakers more than doubled the average
percentage of native Spanish speakers at other Urban District schools. Table 3-5
also shows that the concentration of ELLs and former ELLs was twice the
average for Urban District.
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Table 3-5: Student Demographics Relative to District Averages in SY2009
Student Body

Henry George Urban District

ELL + fELL

50.8%

25.6%

Native Spanish speakers 55.4%

21.6%

Source: State Department of Elementary and Secondary Education
Criterion 2: High academic outcomes for SPELLs. The Henry George
was selected from a pool of “candidate” schools with demographically similar
student bodies defined by: income (expressed in the percentage of students on
free- or reduced-meal plans), ELL status, and timing of immigration. From this
pool of candidates, the Henry George had English Language Arts (ELA)
proficiency rates of 41.7%, significantly above the 11.5% predicted for schools
with the same demographic characteristics. Similarly, whereas the predicted math
proficiency rate for schools with student demographics similar to that of the
Henry George in SY2009 was 22.4%, the Henry George’s actual proficiency rate
was 50% (State Department of Elementary and Secondary Education). As the
profile of ELL student engagement and achievement outcomes in SY2009
provided in Table 3-6 shows, Henry George was not only doing better than
comparable schools, but also than overall district averages on most indicators of
interest.
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Table 3-6: Student Engagement and Achievement Outcomes in SY2009
Henry George

Urban District

Annual dropout rate

0%

2.2%

Median attendance rate

95.6%

94.4%

Out-of-school suspension
rate

6.2%

5.8%

Grade retention rate

0.6%

7.0%

ELA pass rate

88.2%

82.7%

ELA proficiency rate

56.3%

46.6%

Math pass rate

77.9%

68.6%

Math proficiency rate

40.1%

34.8%

Source: State Department of Elementary and Secondary Education

Criterion 3: Culturally-relevant pedagogy. In SY2009, the Henry
George was one of three Two-Way Bilingual (TWB) schools in Urban District,
which means that Spanish was taught to all students at the school. This denoted
the incorporation of linguistic and cultural maintenance as important components
of the school’s pedagogy. The full range of cultural practices at the school
remained a question for further investigation.
Participant selection. Answering the study questions was predicated on
collecting rich data from a number of participants, selected among administrators,
teachers and parents, preferably those who had been at the school during and prior
to SY2009. The former Principal, who was retired, was called in for an extensive
interview after school hours.
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For the embedded studies, and given recent evidence about risks
associated with the transition to middle school (English Language Learners
Subcommittee, 2009, Uriarte et al., 2011), the fifth and sixth grades were
selected; as they are situated precisely at this transition. It is also in these grades
that ELLs reach high-enough levels of English proficiency (ELD levels 4 and 5)
to be re-designated as former ELLs – a difficult transition for many. The school
had two fifth grades, and both teachers who taught 5th grade in SY2009 were
selected. In addition, the two sixth grade teachers of ELA and math were selected,
as these are the subjects assessed in 6th grade. An unexpected benefit of
interviewing the sixth-grade teachers was that they were looped throughout the
middle school years, and thus represented the broader grade spectrum from
Grades 6 to 8. Also, upon their recruitment, it became apparent that all the
teachers selected for the embedded studies worked at the school longer than ten
years, enabling them to provide an historical account of changes and policies at
the school leading to several successful years preceding and including SY2009,
and to recall continuity and changes since.
Data Sources
This was a mixed methods study where archival data from the State
Department of Elementary and Secondary Education and Urban District’s Student
Information Management Systems were used for descriptive purposes. The study
also used extensive qualitative data in the form of documentation, interviews, and
classroom observations.
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Archival data. Quantitative data and descriptive statistics were used to
document student engagement (attendance, retention, dropout) outcomes, student
academic outcomes (scores on ELA and math sub-tests of state-wide standardized
tests), demographic characteristics (income, gender, ethno-racial makeup),
characteristics of school staff (qualifications, ethno-racial makeup, student to
teacher ratio), grade-by-grade comparisons on all of the above, as well as
comparison of school indicators to district averages.
Quantitative data. Originated in a database9 compiled from State
Department of Education and Student Information Management Systems (SIMS)
databases. Permission to use the compiled dataset was sought from, and approved
by, the Institutional Review Board (IRB) at Urban District’s office of research
programs.
Documentary data. Sources of documentary data were the school’s
website, school reports filed with the State Department of Elementary and
Secondary Education in compliance with No Child Left Behind (NCLB)
accountability provisions, fact sheets, and a Google search. They included: school
mission, Whole School Improvement Plans, articles written about the school,
previous research reports, daily schedule, professional development plans and
agendas, examples of formative assessment tools, and family event
announcements.

9

The source is not named to maintain the school’s anonymity.
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Interviews. The case study’s embedded design required interviews
conducted on two different levels – school and teacher – a process that was
accomplished in two separate rounds of interviews. The first round, at the school
level, consisted largely in focus groups. The second round of interviews provided
insight into individual differences and commonalities in teachers’ perceptions of
caring.
School-level interviews. School-level data were collected using a semistructured interview guide designed to address the question: What school
practices were associated with the academic and engagement success of SPELL
students in SY2009? In other words, the interview made no explicit attempt to
elicit data on the affective dimension of successfully schooling SPELLs. Rather,
participants were given the freedom to decide what school-wide values and
practices they perceived as most salient for SPELL student success. After
beginning with an open-ended prompt, the interview probed six domains of
school functioning: a) mission and vision, b) school organization, c) curriculum
and assessment, d) school climate, e) professional development, and f)
family/community engagement. Within each of these areas were sub-probes based
on a best practices framework derived from a review of empirical studies focused
on the education of ELLs (see Appendix 4 for a copy of the interview guide).
As participants attributed the school’s success to specific practices, the
investigator (accompanied by another researcher at the time) asked them to reflect
whether the practice had been in place in the years leading to SY2009. The fact
that SY2009 was the last year of the former Principal’s full involvement at the
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school facilitated the prompting. Rather than being asked to think about a school
year, which is a more nebulous concept, participants were asked to refer back to
the time when the former Principal was still at the school, and to changes that had
taken place since.
Embedded sub-study interviews. A phenomenological approach informed
interviews with teachers, and was used to capture insightful perceptions in the
context in which they occurred. Phenomenological studies pre-suppose a view of
reality as subjective and socially constructed (Creswell, 2007), and therefore rely
on participant testimony elicited in a semi-open-ended format. Teachers were
prompted to talk about the affective dimension of their relationships with
students. For this purpose, rather than defining “affective,” the investigator
allowed teachers to interpret the term on their own. After an open-ended start, the
interviews contained two more specific probes:


In research studies, students who dropped out of high school say,
“teachers don’t care about me.” What do you think? Can you relate to
these statements? Is caring important? Is it something you think about
in your relationship with students?



If I were to interview your students and ask them what kind of teacher
they think you are, what do you think they might say? Would they say
you care?

Asked in an informal tone, and as part of the conversation (rather than as
questions in an interview protocol), the probes required that teachers think on the
spot about aspects of their practice that they are not usually asked to discuss. The
first probe was designed to elicit the salience of caring in teachers’ perceptions of
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their relationships with students. The second was designed to shift teachers’
cognition by putting them in their students’ shoes, and spontaneously reflect on
how their students might perceive their teaching style. Three of the teachers
responded extensively to these probes.
Observations. Observations were conducted largely for the purpose of
corroborating teachers’ descriptions of their relational and interactional styles as
part of the embedded studies: notes taken described classroom activities, seating
arrangements, teacher-student and student-student interactions and demeanor.
Although some observations were conducted in the process of eliciting schoollevel data, the time-lag in the study reduced the value of observing present day
practices.
Data Collection Procedures
Data were collected at two time points, each focused on one of the study’s
two levels of analysis: school and teacher. In both instances, the author secured
IRB approval from the relevant institutions, including Tufts University and Urban
District (Appendix 2). The impossibility of fully disguising the individual’s
identities for the embedded studies, even if their and the school’s names were kept
anonymous, precluded the author from granting confidentiality in consent forms.
The investigator clearly stated these limitations upon recruiting participants. All
interviews were recorded digitally with participants’ consent, and assigned
anonymous codes for transcription and coding purposes.
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Schools were first approached through e-mail, and subsequently via
phone. At the first time point, when the focus was on school-level data, the
Interim Principal provided access to the school site. Teachers and administrators
who had been at the school in SY2009 were interviewed in groups, loosely called
focus groups. In total, 26 individuals were interviewed: 16 teachers, 3
administrators, the librarian (who also served as parent liaison), and 6 parents.
Administrators were interviewed in pairs and individually a total of four times.
Teachers were interviewed in groups organized by school function—Instructional
Leadership Team (1), Before/After School/Safety Net teachers (1), Grade Level
Teams (3)—and by their presence in the building prior to and since SY2009 (1).
The second round of interviews was approved by a new Principal who
took the helm of the school in the Fall of SY2012. The Assistant Principal helped
access four teachers for the embedded studies. As a token of appreciation,
teachers received a $25.00 gift card from the local branch of a national superstore. Upon conclusion of the interviews, teachers agreed to have their classrooms
observed for triangulation purposes.
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Reliability and Validity

Table 3-7: Case Study Tactics for Validity and Reliability Tests
Tests

Case study tactic

Phase of research in
which tactic occurred
Data collection
Writing

Construct validity

Multiple sources of
evidence
Key informants review
draft of case study report

External validity

Theory-driven

Data analysis

Reliability

Developed case study
database

Data collection

Adapted from: Yin (2009), p. 41.
Case studies present validity and reliability issues that need to be
addressed in the research design. According to Yin (2009), in exploratory studies,
validity threats emerge when constructs and the domain to which findings can be
generalized have not been defined appropriately. Reliability, on the other hand,
refers to the process of thoroughly documenting the procedures followed so that a
future investigator can replicate the analysis. In Table 2-7 above, Yin (2009)
presents each of the above-mentioned threats and the “tests” used to address each.
As Yin recommends, the design included clear definitions and operationalization
of the constructs under study, together with the data sources. To triangulate
construct validity, multiple sources of evidence were obtained during data
collection, ranging from interviews and direct observations to archival records
and other documentation. In analysis, at the school level, only practices that were
observed and/or mentioned recurrently were included in findings. At the teacher
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level, practices mentioned in connection with tools and artifacts (e.g., technology)
introduced after SY2009 were eliminated. Findings presented here reflect a
continuum of practice that included SY2009, and not a precise description of what
teachers did on that specific year.
Upon writing the final report, key informants were contacted to ensure that
their statements were accurately represented and understood. To establish the
validity of findings derived from individual teachers in the embedded studies,
cognitive maps of their narratives were presented to them for their reaction and
amendment. At the school level, the former Principal agreed to react to findings
from the embedded studies, which were presented in the form of brief vignettes of
classroom practices and teacher testimonies. The former Principal’s reactions
demonstrated her familiarity with such practices and narratives, thus confirming
that they had been in place during her tenure. To check the internal validity of
school-level findings, the former Principal was interviewed on the phone to react
to findings and provide alternative language about the importance of caring and
educación at the school. In terms of external validity, the study was driven by
propositions based on empirical support. The purpose of the study was to check
the validity of such propositions in a school where SPELLs were doing well
academically.
Issues of reliability were addressed in data collection through the creation
of a database using NVIVO 9 QRS, which would allow the replication of the
study by other researchers. In addition, to counter common biases associated with,
“verbal reports,” such as poor recall, and poor articulation (Yin, p. 108-09),
48

teachers participated in more than one group interview. To eliminate chances of
poor recall by the investigator, interviews were transcribed, assigned codenames
to preserve interviewees’ privacy, and uploaded to NVIVO for analysis. NVIVO
was also used for writing and archiving descriptive and analytical memos that
could be retrieved by other researchers.
Finally, the phenomenological nature of the embedded teacher studies
presented its own validity issues in connection with the researcher’s role as main
instrument for accessing the phenomenon, and the risk that the researcher’s own
perspectives on the subject may influence data collection and interpretation. To
counter this risk, the researcher “bracketed” (Creswell, 1997; Miles & Huberman,
1994) or suspended previous experiences and preconceptions. Bracketing requires
researcher awareness of own existing biases upon entering the study. In this
instance, the researcher held strong beliefs in the benefits of dual-language
programs, given her own very successful schooling at a dual-language school, as
well as numerous work opportunities accessed as a result of her bilingualism and
biculturalism. Also, as a first-generation immigrant, the investigator understood
some of the relational dissonance experienced by those who are still undergoing a
process of acculturation.
The study’s design and data collection procedures at the school level
facilitated “bracketing” because the focus was on eliciting the overall reasons for
SPELL success at the school in SY2009. The advantage of this approach was that
mentions of relationships as an ingredient for success were not prompted, but
allowed to emerge spontaneously from interviewees’ testimonies. On the other
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hand, individual teachers’ interviews for embedded studies required probes to
specifically focus teachers’ attention on their relationships with students. The
probes were designed as statements to which respondents were asked to react.
Analysis
A first step in analysis was creating a database using QSR NVIVO 9
software that included group and individual teacher, administrator, and parent
interviews, as well as field notes of observations. Documentary data were kept in
paper files and reviewed separately. Archival data were retrieved with assistance
from the database manager, and with IRB authorization granted by the Office of
Research of Urban District.
Once data entry was completed, the first round of analysis focused on data
reduction. Interviews and field notes were chunked, and occasionally coded lineby-line, to capture any statements about relationships within the school building
and between the school and parents. The passage below provides an example of
line-by-line coding of rich data.
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Figure 3-3: Example of Line-by-Line Coding
Right, because, still at that time and still today, kids are not allowed to
speak their Spanish in the classroom for social communication. So,
that was not going to happen here. We were going to be able to have
children being able to talk in whatever they were comfortable with.
And, in doing that, it was important that everybody felt that they were
going to be part of that community too—that everybody could become
bilingual in the school. So, that's how the two-way started.

Principal can use power to
correct policies, mandates.

Safety of child is
paramount

Policy should not dictate what
language children speak for
social purposes.
…Spanish is for social but need to
learn English for academic success.

Equality. Rather than subtracting Spanish from ELLs,
add it to NES.

The initial coding process included two rounds: the first round of coding
was used for data reduction and initial interpretation; the second round consisted
in assigning each code as a “child” (NVIVO language) to a more abstract “parent”
category derived from the study’s major constructs. For example, the phrase
inside the green text box “Safety of child is paramount” was saved as “Safety”
under the parent code “Authentic care”. This selection reflected the Principal’s
commitment to ensuring a safe physical and psychological school climate for all
children, which suggested a sense of responsibility over student overall wellbeing that went beyond an instrumentalist logic. As another example, the code
highlighted in pink “Principal can use power to correct policies, mandates” was
grouped under a “parent” code called “Policy Issues.” Data coded under this node
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(NVIVO term) were then used as context for the case study. Other parent codes
included: educación, caring, continuity of people/place/purpose and curriculum,
affirmation, assessment, authentic care, dialogue, and modeling.
During the first two rounds of coding one phenomenon emerged
repeatedly, and was coded as, “working together leads to success.” Although
initially attached to the parent code “dialogue,” which was one of the constructs
associated with an ethic of care, “working together” actually provided over half of
the references (49) included under “dialogue” (90). Although working together
creates the conditions for dialogue, a deeper exploration of “working together”
shed light on areas of overlap between culturally-relevant pedagogy and caring.
The deeper exploration consisted in creating word trees with visual
representations of frequencies, as they displayed all the phrases containing
“working together”, and quick navigation to the reference text, which could then
be amplified and read in context. This line of analysis was highly productive for
de-constructing and comparing multiple participants’ meaning-making around
“working together” in multiple contexts.
Finally, a phenomenological tool was used to analyze the embedded
teacher interviews and the Principal’s story of success: tables comparing
“significant statements” with “formulated meanings” (Creswell, 2007, p. 271). In
fact, this could have been the sole tool for analyzing all text, but to expedite
coding, it was reserved only for statements that provided rich data about key study
constructs (see Chart 3-1 below). The inclusion of significant statements made by
all four teachers on these tables, made it possible to compare and contrast their
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understandings of caring, and possible perceptions of their own teaching from
their students’ perspectives.
To explore the second study question, which asked about the connection
between school-wide policies and teacher practices in the classroom, cognitive
maps (Miles & Huberman, 1994) were developed based on teachers’ reports (see
appendices 5-7). Cognitive maps showed how each teacher experienced the
student-teacher relationship, and how it, especially the affective dimension, was
supported outside the classroom. Cognitive maps were not only useful for
developing visual representations of participants’ thoughts and meaning-making
on specific phenomena, but also for identifying similarities and differences in how
participants organized their cognitions when directed to think about the same
phenomenon.
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Chart 3-1: Significant Statements and Formulated Meanings about
Caring
Significant statement

Formulated meaning

I almost feel like a
motivational speaker, a lot of the
time, if not half the time, it’s about
getting kids to believe in
themselves, and actually try. Mr. R.

Caring is about helping kids
build a strong sense of self…
believe in themselves.

And you reinforce this every
Caring is about making
time, “We’re acting as a group,” It’s students understand the importance
not just individuals. In the beginning of helping each other.
they don’t get it. They have
problems because they are trying to
compete with each other. And I say,
“No, we have to help each other.
Remember, we’re members of a
community, so we have to help each
other.” Now you can see better
communication between them.Mrs.
G.
From Chart 3-1, for example, emerge two different views of the purpose
of caring, and more broadly of education. The first statement shows a focus on the
intra-individual nature of development, while the second refers to its interindividual dimensions. These two different foci can affect practices significantly.
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Chart 3-2: Significant Statements and Formulated Meanings about
Teachers’ Roles
Significant Statement

Formulated Meaning

I always try to be a resource
for them so if I can’t help them I
can refer them to someone else, a
counselor, or talk to parents, or
student support with Mrs. [assist.
Princip.]. So I think that’s caring
because I want them all to be
successful, but there’s a point where
if someone is not sleeping, they still
need to perform in class. Mr. B.

Teacher sees himself as
resource---needs to be aware about
student’s multi-dimensional needs,
but for the purpose of referring
students mostly. Teacher’s goal is to
support academic performance, and
high expectations. Empathizing with
students detracts from this goal.

“You have to respect each
other because if you don’t give
respect, nobody is going to give you
respect,” and those values never
change….
Q. So you’re preparing them
for life.
A. I don’t know if I’m
preparing them for life, but I’m
trying to make them understand
things. It’s not just math, it’s not
just science, it’s everything
combined that will make better
people. Mrs. G.

Teacher takes it upon herself
to impart timeless moral teachings
such as respect.

A lot of intensive pulling
kids out, sitting one-on-one. I
especially think that I do my best
work when I'm sitting down with
them. "Tell me where you're at,
what you're writing, let's go over
it." Mr. R.

Teacher personalizes
instruction, whenever possible, to
improve academic learning.

Teacher wants students to
understand that academic success
alone is not enough to be “better
people” (personas de bien). Moral
teachings are a key piece of the
package.
These values are consistent with
educación.

For example, the above chart shows different ways of conceptualizing a
teacher’s role. For Mr. Basilow and Mr. Ricci, academic learning is the ultimate
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goal. For Mrs. Gutierrez, being a persona de bien includes but is not limited to
academic success, a view reflective of educación.Thus, whereas the two male
teachers focused largely on curriculum and instruction leading to achievement,
Mrs. Gutierrez added a moral and social dimension to her pedagogy.
In conclusion, different kinds of analyses were used to examine interview
data. Some data were codified and categorized under a study construct, while
other explored people’s experience of a specific phenomenon. Phenomenological
analysis was not limited exclusively to the embedded studies, since some
statements made during interviews to elicit the school’s story of success also lent
themselves to a phenomenological examination. Not only did such analyses
provide rich data towards the determination of study findings; they also provided
fodder for the discussion of implications and future recommendations.
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Chapter 4: Results
Overall, the main mechanisms for the development and expression of an
ethic of care were found at the school, including: the school as a center of care,
continuity, high quality education for all, authentic care, modeling, and dialogue.
The manifestation of these constructs in beliefs and practices at the school level
and in classrooms is described first. The school also displayed many elements of
culturally-relevant pedagogy such as linguistic and cultural maintenance, a
holistic view of students, teacher-student joint activity, and a connection to
students’ lives. The more Latino-centric conception of education as educación
was also identified, although it was not generalized throughout the school.
This chapter is organized to answer each of the study’s questions in the
order in which they were posed and looks at major constructs as operationalized
in Tables 3-2 and 3-3. First, elements of an ethic of care in the school’s guiding
principles, and in individual classrooms (Question 1) are identified. This is
followed by results about the instantiation of an ethic of care in school-wide
programs, and organizational structures, as well as in classroom practices
(Question 2). Subsequently, elements of culturally-relevant pedagogy are
identified (Question 3) as operationalized in Table 3-2. The chapter closes with
results about the presence of the Latino-centric construct educación, and a brief
summary. In general, findings pertaining to the school level are presented first,
followed by findings in classrooms.
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Caring Ethos at the School Level
Open coding, and categorical analysis of stories told about the school’s
success by administrators, teachers, and parents yielded a set of core beliefs that
are consistent with the school’s mission statement, and are reflected in Figure 4-1.
As Figure 4-1 indicates, a causal relationship was expected between student
learning and three aspects of the school’s ethos: the belief that all students are
capable of high levels of achievement; a holistic view of children’s needs; and
school professionals working together to address such needs. These guiding
principles, which participants recognized as the underlying source of their
success, are consistent with a caring ethos, and with culturally-relevant pedagogy.
Figure 4-1: Core Beliefs Associated with the School’s Success with ELLs

School believes
that all students
are capable of
achieving

Support based on
understanding
the whole child

Each child can and will learn.
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School
professionals
work together
and with families

Each child can and will learn

First guiding principle: Each child can and will learn. Explicit
inclusion in the school mission of the statement “Each child can and will learn” is
consistent with Noddings’ authentic caring, which is based on an affirmation of
children’s ability to learn and a praxis to build upon this ability. Also reflected in
the phrase “will learn” is culturally-relevant pedagogy, affirming not only
students’ ability to learn, but also teachers’ power to teach all children in their
classrooms (with appropriate professional development).
Second guiding principle: The whole child comes to school. The school
mission also refers to a holistic view of children consistent with culturallyrelevant pedagogy. In the case of the Henry George, where children and their
families were subject to multiple stressors associated with immigration and with
adaptation to conditions of urban poverty, teaching the whole child required
caring for social, emotional, physical, and material needs. Mrs. Rocha envisioned
these needs as “all those things that are considered outside of the learning process,
but really are part of it.”
Third guiding principle: Adults work together to support students.
Also stated in the school mission was this mandate: “As professionals, our
mission is to open our hearts and minds, to work together as a cooperative team,
and to promote parent and community collaboration.” Inherent in the process of
collaboration is dialogue, which caring theorists conceive as the essential
mechanism to establish and sustain authentically caring relationships. The mission
statement, however, does not mention dialogue, but rather “working together” as
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the essence of collaboration. The term “working together” is consonant with
purposeful joint activity, or an apprenticeship learning model (Rogoff, 1990) that
in this case applied not only to teachers and students, but also to administrators
and teachers. Joint activity is a vehicle for developing culturally-relevant
pedagogy, and will be further discussed with findings pertaining to Question 3.
The use of “working together” for professional development and for building a
shared school culture will be discussed in Chapter 5.
In sum, the school’s guiding principles for successfully educating SPELLs
and other urban children denote elements of an ethic of care, and of culturallyrelevant pedagogy. From the perspective of school administrators and teachers,
the key mechanism for attaining success is “working together,” a central tenet of
socio-cultural theory.

Caring School-Level Structures and Mechanisms
School as center of care. A holistic approach to understanding children’s
needs was perhaps the uttermost evidence of care. “We know our students well”
was a recurring statement at all levels of school organization. This referred to the
use of both standardized and informal assessments to monitor student progress, as
well as a holistic view of children that took into consideration their socioemotional needs, as well as their families’ insufficient economic resources,
uncertain immigration status, neighborhood violence, and related concerns. In
order to address the full range of student needs, and in accordance with Noddings’
theory, the school was conceived as a center of care. Through a partnership with a
60

local children’s hospital, social workers were brought in, and the entire school
staff was involved in mentoring students. The school also had a proactive family
outreach program that will be discussed with findings about culturally-relevant
pedagogy.
“…so we brought in social workers.” The school’s approach to educating
the whole child in part responded to awareness of sources of stress in children’s
lives, which was rooted in Mrs. Rocha’s previous experience in the school district
that students would need support in the socio-emotional domain, as stated below:
That was very key for me in the beginning—that social emotional
component … so we brought in social workers to work with
students in counseling, and that was two-pronged, because it
helped the kids, but it also helped the teachers … they knew they
needed assistance with helping the students be ready to learn. It
wasn't just the curriculum per se, but also being ready to learn.
The important role played by social workers was triangulated in interviews with
different current and former school administrators.
“Everyone had mentees.” The school-wide mentorship program was
designed to facilitate adult-youth relationships beyond the classroom (e.g. during
recess) for the purpose of bonding with students and fostering a safe climate. In
addition, a variety of recreational activities such as teacher-student basketball
games, student performances in assemblies, poetry readings, and recess games of
Frisbee also provided opportunities for students and teachers to bond outside the
classroom. Mr. Basilow reported that everyone at the school had mentees, from
custodians to administrators. “That created a lot of strong bonds. We met to talk,
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we met for academic support,” he said referring to opportunities for caring outside
the classroom.
“We provide safety nets.” In addition to socio-emotional supports, the
school prided itself on having a system of “safety nets” to support student
achievement. The concept of a safety net as a mechanism for “catching” students
placed at risk as soon as they started falling behind was an example of caring
praxis at the school. To support student achievement and learning needs, a first
level of intervention was in small groups within the classroom. Next were short
(15- to 20-minute) installments of one-on-one or small-group instruction with a
teacher or specialist. If students needed further support, they were given
opportunities for extended learning before and after-school. The final safety
structure was the Student Support Team (SST). Student support teams were
composed of a multi-disciplinary group of specialists—occupational therapist,
counselor, special educator, bilingual teachers—and an administrator. They met
weekly to assess student progress. Referrals to SSTs could be initiated by
members of the Instructional Leadership Team (ILT), based on formative or
summative assessments of risk, or by teachers when insufficient progress was
ascertained under other support structures.
The provision of supports during the school day, especially for students
who could not stay after school, involved one particular administrator’s
dedication to managing the daily schedule. This task was not part of the
administrator’s obligations, but one she took responsibility for, because she
“cared” for students’ progress.
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Seamless instruction between school and extended day. After-school
instruction is common in schools today, but its integration with school-day
instruction is less so. At the Henry George a member of the ILT was assigned to
coordinate and supervise the academic continuity of day-time and after-school
activities. In addition, day-time teachers themselves stayed to teach after hours to
ensure quality and continuity. As a result of the planning and coordination poured
into after-school academic activities, students received a “double dose” of gradespecific math and reading instruction. Students were moved in and out of afterschool tutoring as needed. Administrators running the school in SY2011
estimated that about 30% of all students were identified for reinforcement in math
and English in after-school, and about two thirds of that number (or 20% of all
students) actually enrolled in programs. Academic reinforcement focused largely
on reading comprehension, higher order thinking skills, math, and preparation for
standardized testing. Teachers reported that a majority if not all students in afterschool reading, math, and test preparation were ELL students.
Continuity. The school institutionalized various kinds of looping
mechanisms that provided continuity at two points in students’ transitions: from
pre-school to elementary and, perhaps more importantly, from elementary to
middle school. In the early elementary transition, the first and second grades were
looped with at least one experienced bilingual teacher per loop. In the transition to
middle school, fifth-grade classrooms were located on the same upper level as the
middle school grades. Although the expansion of the grade configuration from K5 to K-8 was a district request rather than a school initiative, the location of fifth63

grade classrooms next to the middle school reflected an awareness of the benefits
of continuity. Mrs. Gutierrez personally guarded such continuity by keeping a
vigilant eye on (and celebrating successes in) her students’ performance in her
own specialty, math, when they moved from her fifth-grade classroom to the sixth
grade and beyond.
Once in middle school, students were looped with Mr. Ricci, who taught
English language arts in Grades 6 through 8. Mr. Ricci also taught social studies
at the time of data collection, and found that having students for English and
social studies increased his flexibility to reinforce and expand English instruction
during the social science period, if necessary. Similarly, Mr. Basilow was looped
as the math teacher throughout the middle school grades. Both Mr. Ricci and Mr.
Basilow referred to Mrs. Gutierrez as a valuable source of information about
students and families entering the sixth grade.
As Noddings pointed out, looping involves some risk, especially when
students are placed with teachers who are not adequately trained, or whose
teaching and learning styles differ considerably from the students’. One way in
which the school dealt with this risk was by assigning experienced and dedicated
teachers to the fifth grade and to math and ELA instruction in the middle grades.
In fact, the removal of Mr. Stuparich from head fifth-grade teacher to a specialist
role may well have served such a purpose. One reason to believe this is that,
during his interview, he indicated a lesser level of dedication to students and their
families than his colleagues. His replacement as head teacher of one of the fifth
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grade classrooms was a well-regarded veteran teacher, with whom Mrs. Gutierrez
claimed to have an excellent working relationship.
Caring is taught/learned through modeling. One of Mrs. Rocha’s
reform strategies was to teach through modeling the social skills and behaviors
she expected her teachers to adopt. The expectation was that adult communication
and collaboration would model a relational paradigm that eventually would be
adopted by students. “It usually starts with the adults and how the adults treat
each other and communicate with each other,” she said, meaning that adults had
to model respectful, supportive relationships across different affinity groups for
students to learn and follow suit. Through modeling, Mrs. Rocha accomplished
two separate objectives: first, she developed caring relationships with students;
and second, she demonstrated to teachers and students the kinds of caring adult
behaviors she expected them to adopt.
So far, this section has connected a caring ethic with school structures and
practices that supported them. In addition, some forms of caring manifested in
teachers’ beliefs and practices in the classroom, as evidenced by findings from the
embedded studies.

Caring Beliefs and Practices in the Classroom
Teachers did not distinguish very clearly between caring and good
teaching. Independently, they all spoke about holding high expectations as the
best way to help students reach their goals, even if that involved “yelling” and
“pushing” when students lacked confidence or motivation. Conversely, the best
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form of reciprocity was their students’ commitment to academic success. Within
this consensual understanding of caring, there was considerable room for
variation in the expression of caring praxis. This section presents findings about
shared and different caring beliefs and practices. Statements in Chart 4-3 inform
part but not all findings.
Chart 4-1: Significant Statements about Caring and Formulated Meanings
Question: If I were to interview your students and ask them what kind of teacher you are, what do
you think they might say? Would they say you care?
Significant Statement

Formulated Meaning

They probably would say that I’m very mean, and being
mean is a way of caring, that I have high expectations for
them. They may not like me, and that’s OK, but I want
them to do the best they can. I guess, I’m over 40, I have
enough friends, I don’t need any more. But I want what’s
best for them. Mr. S.
How do I define care? When you have kids, you wake up
in the morning, change diapers, put food on the table,
show them affection. It’s different in the context of the
classroom…. Like that kid who said “I hate you, you’re
mean,” but then two seconds later they’re laughing and
joking around.

Caring is not about being nice, but
about working towards the best
interest of the student, even if the
student doesn’t like it.

Caring for family is different from
caring for students.

Caring is showing up every day, being fair, being
consistent, following through. They e-mail me work and I
look at it, or I’ll sit down with you over lunch. Kids are
smart and they can figure it out, they know when
somebody is being fake. They know when you don’t say
what you mean. Mr. R.

Caring for students involves being
fair, being there, academic support,
and authenticity.

I’m loud. I have a loud voice in class. Some would say
I’m patient because I give them time to work through a
problem. Some might say I’m impatient because
sometimes I need them to step up. I would think they’d
say I’m a caring teacher, that I want them to be successful.
Some would say I’m annoying. I’m constantly asking if
they’ve done their homework and push themselves to do
better…I give a lot of homework. I give homework every
night, even on weekends. I don’t know. That’s about it.... I
hadn’t thought about myself from that angle. Mr. B.

Caring is wanting students to be
successful. But it is not always nice.
It can be loud, annoying, and
impatient. Caring is about treating
students differently based on their
learning styles. Giving homework is
a form of caring.

They know Mrs. Gutierrez is the one who’s nice, is good,
cares about us, gives us candy. That’s what I hear from

Caring involves being warm (nice,
and good) and rewarding (candy)
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Kids know who cares for them.

my students. Even the students who left.

when students do well.

And there’s a continuous screening of them, and I
continue to call their house, and there’s like a bond with
them, and I tell them, “It’s not against you. It’s because I
want you to go to 6th grade and know what you need to
know, so you’ll be confident in the classroom and say
Mrs. Gutierrez was teaching me this before.”

Caring can also be about pestering
students and their parents when they
do not do well. However, the
pestering happens in dialogue where
teacher explains reasons why, and
within profound

And I ask Mr. Basilow about them … “How about” this or
that student, I was having problems with him on this, and
he tells me. It’s like a conversation between the parents,
the teachers, and the families, and even to them, I say “I
was talking to Mr. Basilow yesterday and he told me
you’re not doing well. So I don’t think it’s fair for me to
work so hard with you and then you are losing over
there.” Mrs. G.

Caring is about expecting students to
reciprocate by doing well. Students
who learn make teacher look good.
Caring is about continuing to
monitor children’s progress once
they move up the grade levels.

Caring is about holding high expectations for students. In the
classroom, the three teachers reported having high expectations in consonance
with the school’s ethos that all students could achieve high levels of attainment. In
describing their caring sides, several constructs emerged consonant with caring
theory. Mr. Basilow saw caring as a praxis conducive to achievement, which
therefore justified teachers’ sometimes annoying and impatient behaviors in order
to push students towards academic attainment. In accordance with an ethic of
care, he remarked that he treated students differently to respect their pace, for
example.
Mr. Ricci made a distinction between the expression of caring in the
family and in school similar to Tarlow’s. Caring in the family involved activities
such as feeding, clothing, and health care that are beyond the purview of teaching,
while caring in the classroom is about making a genuine effort to be fair, be there,
and support students academically, after school hours if necessary. Mr. Ricci’s
conception of his “paternal role” was radically different from Mrs. Gutierrez’s
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who was willing to adopt a more maternal role by taking on a role as a moral
educator. Mrs. Gutierrez’s role is discussed under culturally-relevant pedagogy.
Caring is about reciprocity. In her definition of authentic care, Noddings
insisted that reciprocity was part of the caring relationship. Given the inequality
of teacher and student, the best that the teacher could expect was the student’s
acknowledgment of the caring act, and perhaps, but not necessarily, a willingness
to share his/her successes with the teacher. The three teachers who were the focus
of the embedded studies all valued reciprocity, not just while students were in
their classrooms, but after they left the school, when they came back to visit and
share their experiences in college, or starting a family. Another form of
reciprocity teachers valued was parental involvement, and especially expressions
of gratitude. Mr. Basilow mentioned a student’s mother who approached him
warmly in a neighborhood store to hug him and thank him for his work with her
son. Similarly, Mrs. Gutierrez said that it was the sense of ongoing connection to
her students and their families that kept her teaching.
I like having generation after generation, connections, familiarity.
They come back to the school with their kids. That’s why I don’t
move from here. I feel something is done [accomplished],
something I can do over here …
Mrs. Gutierrez, additionally, introduced a concept of reciprocity that was
not expressed by the other teachers, as reflected in the following statement to a
student: “I was talking to Mr. Basilow yesterday and he told me you’re not doing
well. So I don’t think it’s fair for me to work so hard with you and then you are
losing over there.” In this statement, the teacher presents herself as vulnerable to
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student outcomes and exhorts students to do well on her behalf (if not for their
own sake). This kind of reciprocity is different from Noddings’, where the student
is assumed to be acting in her/his best interest; instead, it is more consistent with a
collectivistic orientation, where teachers and students are expected to act in the
best interest of the other—teacher works hard for the best interest of students and
students strive to be academically successful as a reward to their teachers. In this
regard, a collectivistic orientation may, in itself, be consistent with a caring ethic.
Caring can be conceived/expressed differently. Teachers’ underlying
beliefs about what constitutes the best interest of students affected the expression
of care, as exemplified in each case study. Mr. Ricci thought that caring was
about modeling for students the stability and consistency he believed they did not
have at home. Mr. Basilow believed that caring involved a good measure of
supporting students build autonomy.
Mr. Ricci: Modeling care for students by being there. When asked to talk
about his relationship with students, Mr. Ricci claimed the relational aspect of
teaching was what he enjoyed most. He made this claim about youth:
For some people, it’s about teaching the subject matter, but for me
it’s dealing with the kids.… There has to be some balance,
knowing subject matter is important, but … there has to be that
genuine love of the kids, caring for the kids.
Mr. Ricci said his favorite part of the day were the first twenty minutes in
his homeroom where he joked and interacted with students in a relaxed way
before turning on a “switch” and shifting to his teaching role. He was openly
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critical of accountability standards, testing and pacing guides, when they came at
the expense of talking to students who approached him with life issues.
So you sacrifice keeping order, test scores and keeping kids on task
for the opposite … can’t measure that … but unfortunately, you
open up the newspaper and it’s standardized test scores, charter
schools, and all this crap.
In fact, when observed in the classroom, Mr. Ricci was serious and
intense. He spoke fast and called frequently on students to answer short questions,
in a way that held their attention. Mr. Ricci liked opportunities to interact with
students outside the classroom because he could show his lighter, more playful
side, and see students in a different light.
As much as Mr. Ricci liked his students, he appeared to dislike their
parents. He portrayed students’ homes, for the most part, as unstructured and
undisciplined. To compensate for this, he modeled stability, structure, and
consistency at school by always showing up for work, “being there” if students
needed him, and by “being fair.” Fairness referred not just to grading, but to
modifying expectations to accommodate the daily challenges his students faced
outside of school. For example, he preferred to give his students time to complete
written homework assignments in class, where he could support them, rather than
send them home where he did not believe adults could support high-quality
student work. Mr. Ricci was deeply affected by his students’ challenges, which he
attempted not to take home.
A lot of it I leave here because if you think too much about it,
you’ll start beating yourself up over it, for the kid who shows up
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without a jacket in the middle of winter, takes leftovers from free
breakfast and lunch and brings them home. Or [to the question]
“How come you’re so tired?” [responds] “I was up late shopping
with my mom and watching TV.”
In spite of making a distinction between caring as expressed in the
classroom and caring at home, Mr. Ricci saw similarities between his teaching
and his own parenting, which shared some pedagogical elements.
The other day, talking about student work, I told them they
reminded me of my kids (4 and 6 years old). They have to pick up
their plates and put them in the sink. The 4 year old, some days, it
gets done perfectly. Other days, they tilt the plate down on the way
to the sink and extra food falls on the floor. They mess up, but they
still complete the tasks, and there’s other days when they drop the
plate on the floor and it’s a mess. So there’s also a story that you
can use to make things relevant. If you guys do, some days it will
be perfect, other days it will be a little mess but it will get done,
and other days it will surpass them and nothing gets done.
Mr. Basilow: Caring is expressed through dialogue. Mr. Basilow is a
calm, reserved man who believes, as caring theorists do, that dialogue is the main
mechanism for caring. When asked to delve into the reasons why he connected
with some students more than with others, he mentioned a heightened level of
dialogue and reciprocity with two of his students. He especially liked that they
approached him for advice about dealing with other teachers, math questions, or
just for informal conversations. He expressed concern about his ability to care for
students who are quiet, as he relies on assessing students through classroom
participation. And he expressed confidence about his ability to solve problems
with students through dialogue, as in the case of a conversation he held outside
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the classroom with a student and her mother to understand the student’s hostile
behavior in his class.
When asked about his relationship with students, Mr. Basilow spoke
enthusiastically about district changes that have increased access to technologies
that facilitate communication with students and, he hopes, eventually, with
parents. Specifically, he finds that posting announcements in a “chat room”
connected to a website yields greater student involvement than encouraging
students to ask questions by e-mail. He also mentions a number of school-level
social activities such as mentoring and chess games as opportunities that have
helped him create “strong bonds,” and “a doorway to the academic” side of his
students.
Mr. Basilow’s dialogic teaching was observable in the classroom, where
he provided individual and small-group scaffolding, as he encouraged student
questions and affirmed a child who did. In fact, during the observation, Mr.
Basilow used a student question to validate the student’s problem-solving skills,
and used it for a mini-lesson. In his mini-lesson, he provided alternatives for
solving the same math problem, and suggested that students weigh which one best
suited their needs. He also modeled admitting his own mistakes. Mr. Basilow did
not demonstrate his self-proclaimed mean side during the observation. On the
contrary, he calmly encouraged students to control their own behavior while he
worked one-on-one or in small groups with students. He calmly asked a student
who came in late to submit a late slip.
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Throughout the observation, Mr. Basilow was altogether present in the
classroom. He noticed nuances in students’ behaviors and pointed them out. He
also claimed to be equally attentive to what students in his home room say about
problems they may be having in other classes. “Sometimes I’m nosy, I get
involved in their business. But I think it’s important to them that I check in all the
time, not just during my class.”
Dialogic teaching is inherently differentiated, and Mr. Basilow recognizes
that he treats some students patiently when he knows they need extra time, and
impatiently when he perceives students need to “step up.” Yet, his sympathy is
tempered by his commitment to maintain high expectations. “There’s a point
where if someone is not sleeping, they still need to perform in class.” Mr. Basilow
recognizes that sometimes his caring behaviors are constructed as uncaring by
students, especially around efforts to promote student confidence and selfreliance. Yet, he persists because he believes his students need to gain confidence,
and not always relying on other people as “crutches.” At the same time, he
understands his students’ meaning-making and explains the reasons for his
behaviors.
When you tell them they have to work independently—because I
need to see what they know—sometimes students don’t see that as
caring. They see that as “he doesn’t care about me,” “he wants me
to do badly.” So that’s the perspective. But you have to
communicate to them that if someone is always there to help you,
or you’re always working in a group… you need at some point to
find out what the student knows.
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In this last section, findings about caring beliefs and their expression in the
classroom show consensus among teachers that caring involves expecting and
pushing students to succeed. Both male teachers perceived themselves as
confidence boosters, albeit in different ways. For Mr. Ricci, confidence boosting
involved modeling the stability and structure that he believed students did not
have at home, while Mr. Basilow attempted to boost students’ autonomy as a way
of solidifying confidence in their abilities.

Culturally-Relevant Pedagogy Includes and Extends Caring
Findings confirmed existing empirical and theoretical propositions that
caring is a pillar of culturally-relevant pedagogy. In fact, both are rooted on the
belief that all children are capable of high levels of academic achievement (Gay,
2010; Ladson-Billings, 2009; Nieto, 2010). Findings reported in this section
address Question 3, which asks about the relationship between caring and
culturally-relevant pedagogy in general, and Latino-centric beliefs and practices
specifically.
Caring and culture at the school level. Cultural relevance and caring
were more important at the school level than in individual classrooms. Caring
decisions made by the administration affected learning for all students at the
school, whereas teachers were one of many influences on students’ school
experiences. Crucial to student success was the selection of a language program,
which was chosen to meet the learning needs of all students at the school, not just
ELLs. In addition, the language program was selected to support linguistic and
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cultural maintenance for Spanish speakers at the school. Thus, the language
program was an amalgam of caring and culturally-relevant pedagogy.
The language program. Believing that each child can and will learn
involved constructing emerging bilingualism as a strength. For this reason, the
school chose a dual language program not only for Spanish speakers, but also to
provide English speakers exposure to a second language and culture. However,
when the dual language program did not work as expected for all students, the
school adopted the Sheltered Immersion Observation Protocol (SIOP)10 while
retaining some characteristics of two-way bilingual and transitional bilingual
programs.
The spirit of a two-way bilingual program. From the two-way bilingual
model came the concept of integrating students of different native languages into
the same classrooms (50/50) and maintaining the same levels of integration
throughout the grades. Integration was seen as a protective mechanism that
ensured the equitable treatment of all students by avoiding internal segregation as
experienced when the transitional bilingual program was in place. Mrs. Rocha
articulated her concerns for equitable access to quality opportunity for all students
in this manner:

10

Originally developed as a classroom observation tool, SIOP has become a widely used,
evidence-based model for sheltering content instruction for English language learners,
and for building academic vocabulary among students who have had limited exposure to
academic English outside of school.
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It’s easy for the mainstream to say, “That’s for bilingual students.
We put a sign up—SEI classes over there.” But those kids are
going to lose out because they’re not part of the mainstream where
everything’s happening.
This statement not only reflects Mrs. Rocha’s aversion to segregation
through transitional bilingual programs, but also to the implementation of
sheltered English immersion policies promoted by the district at the time. Twoway bilingual not only allowed her to integrate English and Spanish speakers in
the same classrooms, but also gave equal weight to the two languages taught at
the school. As a result, non-English speakers were put in a position of leadership
on days and at times when their home language, in this case Spanish, was spoken.
In this model, the linguistic strengths of non-English speakers were validated, and
the school staff served as a source of considerable expertise for addressing the
English acquisition needs of the non-dominant group.
The early-exit transitional bilingual component. Beyond classroom
assignments, the spirit of two-way bilingual education inspired the school’s early
elementary program. In practice, however, the early elementary language program
adopted an early-exit transitional bilingual education model which emphasized
Spanish and English literacy and numeracy instruction for all students in the early
grades (K-1). An ESL-certified teacher collaborated with a regular education
teacher at each grade level to expose native English speakers and English
Language Learners to their home language (L1) and to the second language (L2).
In this way, the Henry George provided a safe learning climate for all students at
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the school to develop positive identities connected to their family and cultural
roots, and also normalized the use of Spanish as an asset for learning English.
We wanted children to be able to talk in whatever language they
were comfortable. It was important that everybody felt that they
were going to be part of that community too—that everybody
could become bilingual in the school. So that’s how the Two-Way
Bilingual Program started. Mrs. Rocha
The early elementary transitional bilingual model provided ELL students a
“soft landing” at the school through exposure to cultural artifacts such as students’
home language, and music, as well as to cultural models about the roles of
teachers and students potentially more consonant with the students’. It should be
noted that the school strived to provide cultural artifacts and relational models
consonant with all students at the school, not just ELLs. “Tengo un sueño,” began
the translation into Spanish of a paragraph from Martin Luther King’s “I Have a
Dream” speech posted on the door of the Spanish specialist’s classroom. In fact,
the explicit appreciation of all the cultural-historical heritages represented at the
school also served to model the attitudes that students were expected to develop
vis-à-vis those who did not share the same home language. And it worked. “It was
beautiful to watch the relationship among monolingual and bilingual students as
they helped each other with the language they knew best,” said the former LAT
facilitator. In brief, the language program at the Henry George gave ELL students
a safe and positive start, and required the presence at the school of teachers who
could speak Spanish, thus contributing to staff diversification consistent with the
diversity of the student body.
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The transition into sheltered immersion. As students moved up to the
second and third grades, the focus was on building English proficiency through
the adoption of the Sheltered Immersion Observation Protocol (SIOP). The SIOP
was a quality intervention developed for English Language Learners but
considered “good teaching” for all students. Mrs. Rocha presented the adoption of
the SIOP as a mechanism for addressing the needs of the entire student body.
These were her words:
I tend to be holistic, so that nothing happening in this school is just
thinking about one section of the school. If it’s a good teaching
strategy, it’s a good teaching strategy for everyone. So even when
we’re looking at the SIOP, the SIOP is also good for monolingual
students.
Mrs. Rocha’s determination that the SIOP was beneficial for all students
was supported in practice, according to teachers interviewed for this study after
her retirement. The benefit of SIOP, when used in integrated classrooms, was
reflected, not only in higher-than-expected student outcomes, but also in the fact
that the school did not have an achievement gap at the time of the study.
Adults working together. Given a history of conflict and segregation that
characterized the Henry George prior to the Principal’s arrival, structured
opportunities for dialogue were mandated at first. Rather than dialogue, however,
Mrs. Rocha wanted to promote “working together” in an effort to institutionalize
a more responsive school culture. Mechanisms for instituting working together
included: classroom re-assignment so that ELL and non-ELL students and
teachers of the same grade level occupied contiguous classrooms; integration of
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teachers of ELLs and non-ELL students into common planning time and teacher
study groups; and professional development based on collaborative coaching that
encouraged joint, judgment-free reflection about good practices. At the leadership
level, a broadly-representative Instructional Leadership Team (ILT) included the
Principal and the LAT facilitator—both seasoned bilingual educators—as well as
ESL and regular classroom teachers from the elementary and middle schools.
In addition, Mrs. Rocha took it upon herself to model the kind of thinking
she expected from teachers, especially around problems with difficult children.
She did so in her daily interactions with students and teachers, and also through
participation in teachers’ professional development periods, such as teacher study
groups. Evidence of her public modeling was provided by a veteran teacher who,
in a focus group, remembered the day when, upon seeing a child misbehaving in a
hallway, Mrs. Rocha wondered out loud what might be going on in that child’s
life to generate such behavior. The teacher recalled this moment vividly as it
suggested a confirmatory stance—as proposed in Noddings’ ethic of care—and a
belief that all students would do well if they were given the chance. This view of
students was not part of the school ethos at the time, the teacher said, when many
thought that some students could not learn.
Connecting school to students’ lives. The holistic view of children
favored at the school not only involved a focus on the well-being of individual
students on a social, emotional, and academic level, but also a family-systems
approach to parent engagement. Parents were invited to the school for educational
workshops, and for material and social support expected to enhance family
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functioning. Mrs. Rocha opened a Parent Center that initially offered sewing
workshops at the request of mothers.
We invited parents into the school, and said “We want to work
with you,” knowing that if you address the needs of the community
and the needs of parents, then that’s going to benefit kids as well.
The statement “We want to work with you” is another attempt at creating
an activity—sewing—where working together for a meaningful goal would
enable school personnel and parents to learn about each other’s values and
expectations and to develop a shared culture. Parents were also encouraged to
communicate needs, as stated by this administrator:
They have to be honest with us, the school, so we can help… and
there have been, you know, beds, mattresses, tables, coats, clothes
for the students. Some of them, as long as they are illegal
immigrants, they try to talk, “This is my stuff over here. I don’t
know what to do if I get in trouble.”
This statement also reflects knowledge that is best left unsaid, such as
illegal employment and the specter of deportation. At the same time, knowledge
of parental needs and fears helped the school to better support students, and to
better understand unexpected changes in a student’s assessment. As one
administrator said,
We see how a student was doing previously … we have to see
what’s happening with the student. Like I said, there are some
family factors. They move, somebody dies, something is
happening in their native countries, something that is affecting the
student. And we have to look at it.
Beyond learning about students’ family lives, values, and expectations,
joint activities between school personnel and parents served to develop an
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inclusive community whose culture was shaped by all involved. Mrs. Rocha and
Mrs. Gutierrez took it upon themselves to expose mothers to practices that
promoted literacy, reading, writing, and better student outcomes. For example,
Mrs. Rocha advised parents to refrain from making fun of their children when
they first grabbed a pencil and doodled on a page. Using a direct instructional
format, she recommended:
That nobody in the family tells a child that [scribbling] is not
writing.… Then I would explain … when the students are moving
the pencil up and down, that’s key to say, writing an L … or doing
a circle. So, one of the things I always try to convey is, “Don’t put
the kid down for doing this, because that is writing.”
Parental enculturation also took the form of impressing upon families the
importance of full attendance, starting in kindergarten. Administrators were aware
that reasons for missing school were legitimate in parents’ minds—e.g., the belief
that exposure to cold weather causes illness, or extended family vacations when
expensive travel was involved—but still enforced expectations of full attendance.
The school also offered traditional curriculum nights, and gave parent tips on how
to be involved in their children’s academic activities. Spanish translation was
offered during parent meetings in an effort to keep the school community
together, as reflected in the following statement by Mrs. Rocha:
So, there would be assemblies, for example, in Spanish and
English, music in Spanish and English, so that then it seeps into the
culture of the school, into professional development … and then
we became a two-way. It was a process.
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In brief, the Principal’s focus on proactive, inclusive joint educational
activities with families was not only consonant with a caring ethic but also with
mechanisms for the development of shared values and expectations inherent in
purposeful joint activity, and leading to the establishment of a cultural
community.
Connecting the classroom to students’ lives: Mrs. Gutierrez. As Mrs.
Rocha worked to connect the school to students’ lives, Mrs. Gutierrez did the
same at the classroom level. Mrs. Gutierrez is now a “veteran” teacher and feels
established at the school, not only due to her long tenure but also because she has
developed a reputation, in her own words, for “liking” the kids, and “being there.”
So it’s good to see. Like the little kids, they come to me and hug
me. Because they know. Having many years in the same school it’s
like getting some respect from the little kids. At the same time they
know you’ll be there. Sometimes they come up and say [in a low
voice] “I want to come to your class. Can you pick my name?” But
I can’t, because the students are assigned. But I do have like a
famous name. Mrs. Gutierrez has the lollipops, or something like
that. They feel like Mrs. Gutierrez likes the kids.

She saw her role as building connections with parents and teachers to
support student achievement. Unlike Mr. Ricci, she did not see herself as working
to promote student success in spite of parental lack of support. From the start of
the school year, she proactively sought to involve parents through monthly
homework reports, and to engage them in two-way communication—“a
conversation.” When parents were not responsive, she prodded them with phone
calls, letters, or e-mail messages. She also approached them proactively during
school events, reflecting her understanding of parental reluctance to engage with
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teachers and school. In fact, not only she expected to communicate with parents,
she also predicted that parents would take the teacher’s side when problems
emerged.
This expectation reflects Mrs. Gutierrez’s view of herself as a partner with
parents, not only in teaching academics, but also in the moral education of
students consistent with educación. Mrs. Gutierrez believed she had an obligation
to teach her students timeless values such as respeto that she learned from her
parents and they from their parents. She saw her role as giving students the tools
they would need later on in life to succeed as respectable participants in their own
communities, including conflict resolution, peaceful collaboration, and proper
demeanor. Competition and individual accomplishment came second.
“We're acting as a group,” It's not just individuals. In the beginning
they don't get it. They have problems because they are trying to
compete with each other. And I say, “No, we have to help each
other. Remember, we're members of a community, we're having a
community over here, so we have to help each other.” Now you
can see better communication between them. Before they were
“You're not my friend.” And I said, “No, this isn't how it's going to
be. Everybody is going to work as a group. And if we can be the
best class, excellent. But nobody is going to put down anybody
down.”
As reflected in the above statement, Mrs. Gutierrez vehemently
championed the effectiveness of collaboration rather than competition in order to
get ahead; and she exhorted students to watch out for each other. At the time of
this study she was encouraging seventh graders to ensure that their peers were
completing homework. In fact, she purposefully encouraged relationship-building
across affinity groups by changing seating assignments to ensure interactions
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among all students in pairs or small groups. She humored boys and girls into
dancing the cumbia in school assemblies at an age when this was not a natural
behavior for them. This focus on harmonious relationships among members of the
classroom community was consistent with collectivistic values.
Another culturally-relevant behavior of Mrs. Gutierrez’s was her approach
to the student-teacher relationship, which she saw as a strong, long-lasting bond
similar to the bond between mother and child. It was in this spirit that Mrs.
Gutierrez took responsibility for monitoring her former students’ math progress
throughout middle school. Similar to the parent-child relationship, she thought of
the relationship with her former students as an “ongoing conversation,” sustained
not only by the location of Mrs. Gutierrez’s classroom on the same floor as the
middle grades, but also by activities she initiated to celebrate student progress.
For example, at the time of data collection, she reported having recently held a
pizza party for students who had scored at the proficient level in the state’s
standardized science test and sixth-grade math test.
Adult reciprocity and cultural brokering. Gutierrez expected a
partnership with her students’ families, whom she trusted to support achievement.
Her aggressive approach to engaging parents contrasted with that of an early
elementary teacher who was more reluctant to approach uninvolved parents other
than by giving them a range of opportunities for involvement.
The more I think about it, it’s kind of like differentiating
instruction within the students. You have to differentiate
instruction with the parents…. So for the parents you haven’t
contacted, you send home notices, you send home ideas for things
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to help their children at home. You have different projects, like we
said. We did a timeline where the students set up and made
pictures and the parents helped them to write a timeline of their
lives. Early elementary teacher
The difference between Mrs. Gutierrez and the above-cited early
elementary teacher is significant. While the early elementary teacher’s approach
is more detached and “respectful” of parental time and choice consistent with
values more commonly held among participants in mainstream school
communities, Mrs. Gutierrez was less “respectful” of parental boundaries. She
prioritized educating parents about school expectations, especially when she had
evidence that home socialization practices clashed with the school’s and were not
beneficial for children.
Then I say to the parents, “I think you have to think first, because
you’re teaching the opposite way we teach here. Respect is
everywhere. Then I give a lesson to the parents, about values ... not
only my classroom. But when you go to the bus, it’s usually very
crowded, “Excuse me, excuse me ...” and if you bump into
someone you say “Sorry” and then continue. You don’t go pushing
everybody. It’s the same thing here…. I don’t think it’s good to say
“hit him back” because at the time your kid hits back, your kid will
be in trouble, your kid will have suspension and you’re not going
to like it. I describe the consequences. Besides, violence brings
more violence, it escalates.
This kind of mini-intervention illustrates Mrs. Gutierrez’s vision of herself
as “a bridge” moving students and families “from one place to a better place.”
Bridging included cultural brokering such as the above-mentioned explicit
instruction about expected social behaviors at school and beyond.
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Finally, parental reciprocity did not just manifest itself through
compliance with teachers’ requests for homework support but also by keeping
students at the school. One parent claimed he had bypassed an offer to move a
child to an Advanced Work Class in a different school in this manner:
I looked at the conditions of this school, and after talking with
[Henry George Director of Instruction], looking at his needs, I
decided to leave him at this school. Here’s the best education for
him. His teachers, that he’s had, I see they know the personality of
each child very well.… It’s very important (importantísimo).
Because they know our children the way we know them.”

In brief, Mrs. Gutierrez’s Latino-centric teaching and caring had a few
distinct characteristics: it was predicated on working with parents, and especially
on cultural brokering that helped parents learn mainstream expectations and
values, as reflected at the school. She did not wait for parents to approach her, she
approached them. At the same time, she demonstrated authentic care for her
children, as she taught them life skills, and timeless values that she believed were
important for success.
In conclusion, caring at the school level led to the choice of a language
program that was conducive to high academic achievement, and to a vision, as
well as a management style, that promoted joint activity among adults on behalf
of children. These principles applied to all students and contributed to creating a
school climate that promoted success. The more Latino-centric pedagogy was
observable in Mrs. Gutierrez’s classroom. At the time of data collection, Mrs.
Gutierrez was one of a handful of Latinos teaching at the school. During Mrs.
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Rocha’s tenure, however, the number of Latino teachers was higher. According to
Mrs. Rocha, even male Latinos had attitudes and behaviors consonant with Mrs.
Gutierrez's. Implications are discussed in Chapter 5.
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Chapter 5: Discussion
The purpose of this study has been partially confirmatory and partially
exploratory. A school selected for its success educating Spanish-speaking English
Language Learners was examined systematically for evidence of an association of
positive student outcomes with an ethic of care and with culturally-relevant
pedagogy. Recent analyses of national databases about the greater incidence of
school culture and climate on Latino students than on students from other ethnoracial groups point to a need to better understand what school characteristics and
mechanisms are associated with SPELL success.
In this study, there was ample evidence of caring and cultural relevance in
a school where Latinos succeeded. Both were found to interact with high
achievement because they were rooted in the belief that all children can learn, and
this belief permeated every aspect of school organization and culture. Caring and
cultural relevance also accounted for a holistic view of children, including a
sympathetic understanding of elements of urban life and of the process of
immigration that place students at risk. Knowing the needs of the whole child, the
school created instructional and social support policies that facilitated student
success, such as the selection of a language program that addressed the English
acquisition needs of the entire student body, and resulted in higher scores on
standardized tests. Safety nets provided flexible support to students at different
levels of risk and included an after-school program that was integrated with the
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day program and taught by day-school teachers. Social workers supported
students’ socio and emotional needs, and also provided guidance to teachers.
Findings also confirmed the presence at the school of Latino-centric
beliefs and behaviors consonant with educación. These were most obvious in one
of the teachers who participated in the embedded studies. Succinctly, this teacher
engaged in educación by educating the moral child for respectful belonging and
contribution to a community, by maintaining a connection with her former
students as they transitioned to middle school and beyond, and by acting as a
cultural broker or bridge between the school and homes of students from Latino
immigrant families. Evidence that students appreciated her pedagogy and
relational approach was her reputation as a teacher who “liked” students, and
students’—especially SPELLs she acknowledged--continued connection with her
after leaving her classroom. Mrs. Gutierrez was not the only teacher at the school
whose values were aligned with educación, but she was the only one from the
four teachers selected for the embedded studies. There was room at the school for
other pedagogical approaches, more closely connected to the meaning of the
English cognate education and to practices that promote individualism—e.g.
promoting self-reliance and competition. In fact, this study suggests that when
caring and cultural relevance are institutionalized at the school level, there is
room for variation in the expression of care by individual teachers. The
theoretical, and practical implications of these findings are discussed under
separate headings.
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One unexpected line of findings identified in this study pertains to
mechanisms for changing teachers’ attitudes and school culture. In the context of
the Henry George, this meant changing beliefs about students’ deficits, and the
meaning of equity. Such changes were accomplished over time by using joint
activities for professional development, including: common planning time, looped
grade-level meetings, teacher study groups, and student support teams, as well as
collaborative coaching and learning cycles that involved teacher observations of
each other’s classrooms and joint reflection about best practices. The Principal
and instructional leaders used these structures to create physical proximity among
members of the staff who had not worked together before, in order to establish
dialogue and, eventually, a shared culture. They also participated actively in inhouse professional development, both to instill in teachers beliefs that were
deemed non-negotiable at the school (student ability, equitable treatment) and to
co-construct with teachers good practices based on trial-and-error with the
school’s student body. Working together, therefore, was not just a form of
collaboration and teamwork, but a mechanism for changing school culture. The
use of purposeful joint activity as a mechanism for school reform is of interest,
especially in multicultural settings where many different cultural models about
education—and ideas about what constitutes an appropriate student-teacher
relationship—converge.
Limitations
The strength of this case study—using school as unit of analysis--was also
a limitation, in that specific instructional practices conducive to student success
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were not examined in depth. This limitation in the design should not be construed
as a lack of understanding of their importance in student outcomes. Rather, the
focus on school-level beliefs and practices was chosen because they are relevant
to student outcomes, but less clearly connected to them.
Another limitation was the absence of a control school. It was not the
intention of this study to establish a causal link between practices and student
outcomes; thus, a control group was not necessary. Instead, the purpose here was
to begin unpacking mechanisms leading to school change that facilitates student
success. Findings from this study, therefore, are designed to provide units of
analysis and variables for use in future outcomes—and process—studies.
Although four teachers were selected for the embedded studies, one
teacher participated scantily during the interview as he was called into the
Principal’s office, and was hard to reach subsequently. Thus, data on the fourth
teacher is more limited.
Implications for Theory
This study highlights the advantages of using the school as unit of analysis
and examining classroom practices within the school context. In this case, the
school was found to be caring and focused on educating the whole child, as
predicted by Noddings. There was continuity in teachers’ relationships with
students beyond the regular academic year. The similarity of some aspects of an
EOC with educación was confirmed in the work of one teacher whose
collectivistic orientation to classroom dynamics included elements of an EOC.
91

From a socio-cultural perspective, purposeful joint activity and
administrator involvement in in-service teacher training suggest the value of using
a socio-cultural framework not only for studying school culture, but also for
understanding a school’s cultural changes. In fact, the use of a socio-cultural
framework to conceptualize changes in school culture is of theoretical interest.
From a socio-cultural perspective, the school can be conceptualized as a cultural
community where a group of individuals with a common organization and a
shared purpose eventually develop some shared views of students’ abilities, and
practices for maximizing their achievement. As in any cultural community, shared
values and practices exist together with considerable individual variation. It was
not necessary for all members of the community to express caring in the same
ways. Rather, there was room for diversity as long as everyone bought into the
promise of high expectations for all students, respected, and supported everyone’s
abilities (students’ and teachers’) alike. At the same time that teachers were
expected to adopt non-negotiable values, their beliefs helped co-construct school
culture. In the future, using activities and activity settings—e.g. grade level
meetings, teacher study groups, safety nets for students--as units of analysis may
shed light on how change takes place through joint activity. Joint activity
contributes to culturally-relevant pedagogy by putting members of a diverse
school community to work together, and to develop joint understandings, goals
and processes for accomplishing valued goals.
In sum, joint activity replicates elements of an ethic of care, as it involves
dialogue and mutual understanding, but in addition, it entails work towards an
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academic goal. Thus, teachers’ caring attitudes per se matter, but the kind of
praxis resulting from such attitudes matters more. Caring that does not translate
into productive academic work may feel good, but will not be reflected in higher
achievement. Going back to the Conceptual Model depicted in Figure 3-2,
teaching, learning, and school reform strategies inspired in socio-cultural theory
not are a form of culturally-relevant pedagogy but they also interact with an ethic
of care.
Implications for Practice
One clear implication for practice is at the district level. This study shows
the positive reverberations of a superintendent’s decision to appoint a principal
with strong leadership skills who is well-matched to the needs of a school’s staff
and students. The Principal’s work trajectory in urban settings, her commitment to
equity, and her personal experience with English acquisition issues facing Spanish
speakers made a difference.
Hiring practices are also important at the school level because they can
serve to create a good fit between students and instructional leaders such as the
director of special education, the Language Acquisition Team facilitator, and
literacy and math coaches. Another practical implication of this study is the use of
ethnic match between teachers and students to support academic achievement.
Although the Principal valued ethnic affinity, she did not compromise teacher
qualifications, and relevant work experience for the sake of increasing the ethnic
diversity of the school staff.
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The case of the Henry George suggests that school leadership, overall
organization, and professional development structures are more important for
establishing a culturally-relevant climate than the specific practices of teachers in
classrooms. Once caring and cultural relevance become embedded in school
culture, what happens in individual classrooms matters less than when subtractive
school cultures place a greater burden on individual teachers to sustain student
engagement and achievement. This does not mean that teachers do not play an
important role in shaping school culture. Clearly, Mrs. Rocha’s leadership had a
considerable impact, but so did the support she received from the Instructional
Leadership Team, the Language Acquisition Team facilitator and others whom
she hired to turn the school around. The point is that, rather than counting the
number of staff representing an ethno-racial group at the school, their training,
experience, and power within the school are more revealing variables for
determining the existence of culturally-relevant practices that lead to student
success.
This study also shows the role a Principal can play in setting the tone for
parent involvement, and the contribution that a parent center can make to the
well-being of students and families. It shows that proactive, need-based,
outreach in a language families understand works. More importantly, it highlights
the role that individual teachers can play as cultural brokers, inducting parents
into mainstream cultural values and practices. At the same time, the parent center
provided school staff the opportunity to know parents, and to adapt practices so
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they would be more consonant with socialization and literacy practices in their
homes.
The study further suggests that caring approaches to parent involvement
are different from respectful approaches, especially when the one caring adopts
the role of a cultural broker. Parent involvement for acculturation may actually
look less respectful of differences and boundaries, and more invested in giving
explicit information that is viewed as beneficial for the successful adaptation of
students and families. In fact, cultural brokering involves taking the risk to care in
ways that parents may not appreciate at first. Teachers who adopt a caring attitude
may be more invested in learning ways to support students and parents than in
respecting differences.
Findings suggest that instructional leaders at the school can be agents of
change by sharing their experiences and modeling the kinds of thinking and
behaviors they expect teachers to adopt in the classroom. A mechanism for
sharing experiences and modeling beliefs and behaviors at the Henry George was
the active participation of school leaders in professional development.
Furthermore, in this conception of professional development, teachers became
agents of change, responsible for co-constructing school culture and transferring
changes at the school level into classroom practices. In-house professional
development by instructional leaders, additionally, has the potential to empower
teachers and build their confidence for teaching ELLs. In turn, teachers who are
confident in their own abilities to teach have been found to be more effective than
those who lack training for the job. It is quite possible that targeted professional
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development, which teachers found extremely helpful, was an important
determinant of changes in teacher attitudes towards ELLs.
A professional development implication of this study is the potential
benefit of eliciting the cultural models of teaching and learning held by teachers,
students, and families as a first step towards building the cultural and social
capital students and teachers need to succeed. Obviously, hiring teachers who
speak Spanish facilitates verbal communication. However, it was not language
capability per se that created opportunities for parent-teacher conversations, but
shared cultural models, such as beliefs about education and educación. This is a
considerable distinction, as it points to cultural training needs even for Englishspeaking teachers who speak Spanish as a second language, as a shared language
is not necessarily an indication of a shared culture. It is unclear whether there was
awareness at the school of differences in teachers’ cultural models of education,
and of student-teacher relationships. Mrs. Gutierrez’s moral teachings and moral
obligation to monitor her students’ progress over time were very different from
Mr. Basilow’s focus on academic content and achievement, and from Mr. Ricci’s
modeling strategies. Obviously, there was room at the school for different cultural
models to exist side by side. Yet, teachers, students, parents, and even
administrators might have benefited from having a deeper understanding of what
those cultural models were.
In conclusion, when schools establish a caring and culturally-relevant
ethos, individual teaching practices may be less crucial for student success. Yet,
there are multiple benefits to be derived from developing teacher and parent
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awareness of their cultural models of education. Perhaps it is not until a school,
conceived as a cultural community, develops a shared understanding of different
conceptions of education, their benefits, and drawbacks, that it can capitalize and
sustain a dynamic, relevant school culture.
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APPENDIX 1: ABBREVIATED GLOSSARY

Dual-language program – A program designed for all students at a school to learn
English and another language, in this case Spanish.
English Language Development (ELD) – A scale from 1 to 5 indicating a
student’s English proficiency, with 5 being the highest.
English Language Learners (ELL) – Students who speak languages other than
English at home and who must learn English at school.
Former English Language Learners (fELLs) – Students who started as speakers of
non-English languages, reached an ELD of 5, and are ready to move to regular
education classrooms.
Native English Speakers (NES)
Native Speakers of Other Languages who are English Proficient (NSOL EP)—
Also called Early Bilinguals (EB). Students who learn English and another
language prior to school enrollment.
Sheltered English Immersion (SEI) – A language program for ELLs designed to
teach English with minimal use of children’s first language.
ELLs whose home language is Spanish (SPELLs) – This term is original to this
study.
Sheltered Immersion Observation Protocol (SIOP) – A specific model for
sheltering content instruction.
Transitional Bilingual Education (TBE) – A language program designed to teach
children to read and write in their first language in order to facilitate English
acquisition.
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APPENDIX 2: URBAN DISTRICT IRB
Note: The Tufts IRB has not been included to avoid redundancy. In addition, the Urban
District IRB was more stringent, and it was compliance with this IRB that guided the
study.

Teachers’ Perceptions of Their Affective
Relationship with Spanish-Speaking
English Language Learners

A Request to Urban District
June, 2011
Note: Identity of district, state, school, and other identifying information have
been removed for confidentiality purposes

Virginia Diez
Eliot-Pearson Department of Child Development
Tufts University
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Executive Summary
The purpose of this study is to supplement a current examination11 of effective
school practices in the education of English Language Learners by focusing on
the affective dimension of the relationship as a possible influence on students’
engagement and motivation in middle school. This study will focus specifically
on Spanish-speaking English Language Learners whose home language is
Spanish, and who will be referred to by the acronym SPELLs.
As the number of SPELLs enrolling in Boston and Massachusetts schools
continues to grow, data show that their educational outcomes remain uneven.
Specifically, this study was spurred by a sudden trebling of the SPELL middleschool dropout rate in AY2006. That year, SPELL disengagement grew from
1.2% to 3.4% for students enrolled in programs for ELLs, and from 0.7% to 2.8%
for students in general education (Uriarte & Tung, 2009). At the same time, a
recent study (de los Reyes, Nieto, & Diez, 2008) described several Boston public
schools in which Latino students have achieved considerable academic success.
This was the “Latino Students in Boston Public Schools” study ).
One of the findings of the above “Latino Students” study was an “ethic of care”
among effective teachers at these schools. More broadly, recent ethnographic and
mixed-methods studies of SPELL and Latino student adaptation in U.S. schools
have identified constructs that suggest affect as a mediator of academic
engagement. Such constructs include “relational engagement” (Suarez-Orozco,
Suarez-Orozco, & Todorova, 2008), “authentic care” (Valenzuela, 1999), and
“con cariño y con empeño”12 (Hondo, Gardiner, & Sapien, 2008).
The proposed study seeks to follow up on [names deleted] by interviewing
teachers at one of the schools where SPELLs have done well academically. The
questions asked in this study are: (a) What are teachers’ conceptualizations of
their affective relationship with SPELLs? (b) What are teachers’ beliefs about the
impact of the affective relationship—however conceptualized—on engagement
and motivation among SPELLs? (c) What specific behaviors are teachers aware
of adopting in order to develop a healthy relationship between themselves and
their SPELL students?
The chosen design is the case study method. Each case study will present a
teacher’s perceptions of her/his affective relationship with SPELLs. The school
selected as context for these case studies is the Henry George School in [name
deleted], which was identified in the [name deleted] study as successfully
11

The PI is currently collecting data for [name deleted]
(affection/fondness and effort)
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12

educating SPELLs during three consecutive academic years (2006-2009). The
Henry GeorgeHenry George is a small school with only two fifth-grade
classrooms. Both fifth-grade teachers will be approached to participate in this
study. In sixth grade, teaching is divided into departments. Recruitment will focus
on sixth-grade teachers of ELA and math, since these are the standardized
subtests used in the [name deleted] study to measure effective practice. A total
recruitment of four teachers is expected. Participants will be asked to participate
in two semi-structured interviews lasting between 60 and 90 minutes. If
participants invite the PI to observe their classrooms for further explication of
practices, the PI will do so without collecting any data on individual students.
Data will be analyzed with qualitative software, and presented in Miles &
Huberman’s (1994) displays. It is expected that findings from this study will
inform professional development on culturally relevant classroom behaviors, and
contribute to the literature on teacher beliefs about what works with SPELLs.
I am specifically asking Urban District for permission to (a) use statistical data for
the Henry George School to provide context for the study and (b) conduct
interviews as detailed above. The name of the school and school district will
remain anonymous in the final report.
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i. Impetus for Research
The research that I will describe in this proposal would be conducted for
purposes of a dissertation in the Tufts University Department of Child
Development tentatively entitled “Teachers’ Perceptions of Their Affective
Relationship with Spanish-Speaking English Language Learners.” Appropriate
documents from my advisor and from the university’s Institutional Review Board
are included with the proposal.
The purpose of this study is to build upon and complement current studies
of best practices with Spanish-speaking English Language Learners (SPELLs) by
focusing on the affective dimension of the relationship. A large survey of teachers
of ELLs in California, as well as qualitative studies of immigrant adaptation and
of Latino dropout students, suggest dimensions of the teacher-student affective
relationship that may be essential to engaging and motivating Spanish-speaking
ELL students to succeed in school.
This application seeks authorization to (a) use statistical data on one
school in the district where Spanish-speaking English Language Learners succeed
and (b) to interview four teachers in this school regarding their understanding of
their affective relationships with Spanish-speaking ELLs in their classes. The
statistical data will be used to describe the school context as a backdrop to four
embedded case studies (whose data will be provided by the interviews) of fifthand sixth-grade teachers. There are only two fifth-grade classrooms at the school,
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and therefore both fifth-grade teachers will be recruited. At the sixth-grade level,
the math and ELA teachers will be approached for this study, since these are the
two content areas for which academic outcomes have been systematically
collected. It is expected that findings from this study will serve professional
development purposes districtwide, and contribute a new perspective to literature
on the impact of the relationship on student success.

Personal Interest
My interest in understanding dimensions of the affective relationship
between teachers and students was triggered by my involvement in a study of
schools within UD where Latino students succeeded (de los Reyes, Nieto, & Diez,
2008). That study focused on Latino students overall, not just English Language
Learners, but it is relevant to a study of ELLs. Two of the schools with a large
number of Latino students had minimal Latino staff, yet teachers’ shared
perceptions and ways of relating to their students seemed central to their success.
Many of the teachers, who had been English Language Learners themselves,
empathized with their students and took personal responsibility for their academic
success. “If they succeed, we succeed; if they fail, we fail” was a recurring theme
which became the title of the report. These teachers were confident that their
students could learn and took it upon themselves to help them succeed. Their
attitudes were caring though not always nice.
In addition, as a Spanish speaker myself who has lived extensively in
Spanish-speaking and English-speaking communities, and as an interpretive
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researcher, I am passionately interested in bridging cross-cultural communication.
Last but not least, as a scholar of child development, I find it necessary to
examine the child as a system where cognition interacts with social, emotional,
and other developmental domains, and to recognize the centrality of relationships
to the learning process.

ii. Statement of the Problem
Nationally, in the decade from AY1997 to AY2007, pre-K to 12 ELL
enrollment increased by 53.2% (from 3.5 million to 5.3 million) while the number
of all students increased by 8.5% (from 46 million to 49.9 million) (Batalova &
McHugh, 2010). In Massachusetts, from AY2001 to AY2010, ELL enrollment
increased by 27.4% (Gastic, Colon & Flannery Aguilar, 2010) at a time when
overall enrollment declined. In Urban District specifically, in AY2006, 33.2%
(19,660) of all UD students (59,211) were ELLs. Of all ELLs, native Spanish
speakers were by far the largest group, amounting to 69% of all ELLs (12,575
students) enrolled in Urban District and 21.7% of all UD students (Tung et al.,
2009). The increasing enrollment of ELL students in U.S. and Massachusetts
schools poses new instructional and assessment challenges. At present, ELLs have
a much lower graduation rate than their English-proficient (EP) peers. In
Massachusetts, the annual high school dropout rate for ELLs of all language
groups was twice as high as that of EPs in AY2003 (7.6% vs. 3.1%) and grew
even higher: it reached 10.4% between AY2004 and AY2007 vs. a relatively
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steady 3.1%-3.6% for English-proficient students during the same period (Uriarte
& Karp, 2009). Furthermore, it appears that the largest proportion of students
dropping out of school are at the highest level of English language development,
and are transitioning into general education programs. For example, dropout data
currently available from the Worcester Public Schools show that in 2008, 66.9%
of LEP dropouts were assessed at the highest category of English language
development (ELL Subcommittee, 2009). The increase in middle school dropout
rates may be explained in part by inadequate teacher training to meet ELL student
needs. Four years after the passage of Question 2, only 20% of UD teachers had
completed the required training that would have qualified them to teach sheltered
English to ELLs (Uriarte & Tung, 2009).13 There are two ways in which lack of
teacher training may push out ELLs as they transition into middle school. First, it
is possible that students are classified at higher MEPA (Massachusetts English
Proficiency Assessment) levels or re-designated as Former Limited English
Proficient (FLEP) before they are fully proficient in English, and that they are not
prepared to meet the demands of middle school. Second, even students who are
legitimately re-classified as FLEPs or reach the highest MEPA level (Level 5)
may have a hard time catching up with content that they learned in a simplified
13

The absence of qualified teachers to teach ELLs has been so egregious that the U.S.
Department of Justice filed a civil action suit against Boston Public Schools for violating
the provisions of the U.S. Supreme Court’s decision in the 1974 case of Lau v. Nichols,
which held that school districts must take affirmative steps to overcome the language
difficulties faced by non-English-speaking students. In the settlement agreement, BPS
was mandated to have an SEI-trained teacher whenever there are one or more ELL
students in their classrooms.
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manner in SEI classrooms in elementary school. Teacher quality was also
identified as a civil rights issue in the education of Latino students in general in
California, where Gándara and Contreras (2009) have claimed that “Highly
qualified teachers for mainstream students may be completely inadequate for the
task of educating English learners” (p. 147).

iii. Review of the Literature
The recent flurry of research on best practices with ELLs demonstrates an
interest in exploring the specific language needs of ELLs. For example, the
Institute of Education Sciences (IES) suggests a number of practices including the
following: formative assessments, intensive small-group interventions focused on
the five core reading elements (phonological awareness, phonics, reading fluency,
vocabulary, and comprehension), explicit direct instruction as the primary
instructional strategy, beginning the development of academic English in the
primary grades, and offering rich vocabulary instruction daily (Gersten et al.,
2007).This IES guide is representative of the current research focus on
curriculum, instruction, and assessment that work for ELLs.
Other issues that have been forefronted by middle- and high-school
teachers of ELLs in California include difficulties communicating with students,
motivating them to participate in class, helping them to develop a sense of
belonging in the school and classroom communities, and keeping them engaged
with academic content appropriate to their English language skills. “If
‘challenging without discouraging’ students is difficult when teachers and
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students speak the same language, it is that much more difficult when they do
not” (Gándara, Maxwell-Jolly, & Driscoll, 2005, p. 7). This concern with
connecting and motivating students highlights the importance of the relationship
to the achievement of positive academic outcomes. The purpose of this study is to
explore ways in which the affective dimension of the relationship in particular
may contribute to the educational outcomes of Spanish-speaking ELLs.
The child and youth development literature recognizes the centrality of
relationships to human development, and offers conceptual frameworks for
studying the relationship such as: attachment theory (Pianta, 1999), socio-cultural
theory (Rogoff, 2003), youth development theory (Rhodes, 2002), and feminist
studies of moral development (Noddings, 2003). Recently, the relationship
between Spanish-speaking ELL students and their teachers has been examined by
studies of immigrant adaptation, and Latino school engagement. For example,
Suarez-Orozco, Suarez-Orozco, and Todorova (2008) identified a construct they
named relational engagement.14 Relational engagement—conceptualized as
students’ perceptions that they can count on at least one adult in school, that
teachers care about them, that someone makes them feel successful, listens to
their troubles, and so forth15—has been found to be an antecedent of behavioral

15

Supplemental notes retrieved on 1/9/11 from:
http://steinhardt.nyu.edu/scmsAdmin/media/users/ef58/metrocenter/Online_Supplemental
_Notes.pdf
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engagement, defined as “students’ participation and efforts to perform academic
tasks” (p. 48). “The greatest contribution to behavioral engagement turned out to
be relational engagement…. Relationally engaged students—those with
supportive school-based relationships—were more likely to expend greater effort
on their school-work” (p. 49). Indeed, Suarez-Orozco and her colleagues (2008)
found that immigrant children who were clustered as improvers in a study of
patterns of achievement had had an advocate or mentor who had entered their
lives and helped change the course of their academic trajectory (p. 612).
A similar argument emerges from the ethnographic literature where
Hondo, Gardiner, and Sapien ( 2008) postulate Cariño (fondness, affection) as an
antecedent of ganas (wanting to do something, motivation) (p. 1). The authors
even suggest a link between the absence of cariño (caring relationships) and
students’ disengagement from school. They quote student statements suggesting
that academic success that rested on instrumental compliance with school policy
and procedures combined with “cold,” “uncaring” relationships with educators
may have been insufficient to sustain their engagement in racist schools in the
Midwest.
Another construct emerging from the ethnographic literature has been
authentic caring, a term Valenzuela (1999) borrows from Noddings (1984)16 to
describe relationships that are aligned with the Spanish construct educación. In
16

Noddings (1984) distinguishes between authentic and aesthetic care. Authentic caring
refers to a receptive attitude that allows the “one-caring” to understand the needs of the
“cared-for” and act accordingly. Aesthetic care, on the other hand, refers to “caring
about” things and ideas (p. 21)—one’s lawn, money, music. This kind of caring may be
passionate but it is impersonal—as in the study of the principles and qualities of beauty to
which the aesthetic branch of philosophy is dedicated.
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Spanish, educación has a broader meaning than its English cognate, which
focuses mostly on academic knowledge gained by studying books, articles, and
other objects. Educación “refers to the family’s role of inculcating in children a
sense of moral, social, and personal responsibility and serves as the foundation for
all other learning … this person-, as opposed to object-, orientation further
suggests the futility of academic knowledge and skills when individuals do not
know how to live in the world as caring, responsible, well-mannered, and
respectful human beings” (p. 23).Valenzuela argues that in the English conception
of education teachers fulfill an instrumental role guiding students as they
negotiate their own learning from objects, whereas in the Spanish conception the
focus is on relationship and connectedness with a person rather than with objects.
Valenzuela found that when aesthetic care bypassed the expression of affections
and weaknesses and resulted in a narrow, instrumentalist logic, students in a
Texas high school perceived schooling as “impersonal, irrelevant, and lifeless”—
i.e., an overall negative experience (Valenzuela, 1999, p. 23).
The possibility that instrumentalist care is consistently perceived as
impersonal and irrelevant by some students is alarming, since instrumentalist care
is normative in U.S. schools. Student perceptions presented by Hondo, Gardiner,
and Sapien (2008) suggest that lack of direct instruction may be construed as the
teacher’s refusal to connect with students on a personal level. For example, a
student said about the teacher: “just gives you the book and expects you to do the
job without telling you what you are supposed to do” (p. 63). “If you asked them
for help they would barely give it to you. Most of the teachers would just give you
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the work and say, ‘Here, you can do it. Read the chapters’” (p. 71). “Sometimes
my head would be hurting really bad because I was thinking really hard and trying
to figure it out [a math problem] and he [the teacher] wouldn’t want to explain.
He would just get tired of me, I guess, asking him questions on how to do it.
Maybe I expected too much…. You’re not the only one asking for help. There’s a
lot more” (p. 64). It is possible that in cases like the latter, students needed extra
supports, and teachers could not address all their needs. In these cases, however, it
would behoove teachers to refer students to whatever support systems existed at
the school. The answer to this question may involve taking a critical look at the
school’s racial dynamics. However, I am interested in exploring normative
relationships between teachers and ELL students, and the potential
misunderstandings that may ensue in the course of daily classroom affairs. For
example, studies have found that students perceived a teacher’s kind demeanor as
less caring than a teacher’s grumpy interest in their lives outside the classroom
(Valdés,2001), or a teacher’s willingness to “stick by” them (Hondo, Gardiner, &
Sapien, 2008, p. 70), and “put some sense” (p. 71) into them, even if this involved
expressing frustration at the student. In the case of English Language Learners,
the potential for misunderstanding increases exponentially when teacher and
students do not share a common language, a fact that has been well documented
by sociolinguists (see, for example, Snow & Kang, 2006). Some see a potential
for increased understanding when teachers speak, or are learning to speak,
Spanish. Teachers’ rudimentary use of Spanish allows the students to reciprocate
by “teaching” something to their teacher, thus creating the conditions for
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authentic care. In addition, teachers who share with their students the experience
of learning a foreign language are more likely to understand their students’
struggles when their limited vocabulary and syntax prevent them from
formulating their thoughts at the cognitive level of which they are capable. This
may make it easier to avoid the common mistake of using elementary school
materials to teach English to middle school students who are in the initial stages
of English acquisition (Snow & Kang, 2006; Valdés, 2001). Finally, teachers who
have made an effort to learn the language of U.S.-born native Spanish speakers
can provide powerful validation of students’ identities (Valenzuela, 1999).

iv. Research Questions and Objectives
In this study, I intend to explore whether effective teachers of Spanishspeaking ELLs incorporate constructs such as authentic care and cariño when
they describe their affective relationships with these students. In Tellez and
Waxman’s (2005) words, “The question is not whether such [cultural] knowledge
is important, but rather how much knowledge is needed to provide quality
instruction” (p. 31). In other words, what dimensions of their affective
relationship with students do teachers of Spanish-speaking ELLs identify as
relevant to their students’ educational success?
The questions asked in this study are: (a) What are teachers’
conceptualizations of their affective relationship with SPELLs? (b) What are
teachers’ beliefs about the impact of the affective relationship—however
conceptualized—on engagement and motivation among SPELLs? (c) What
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specific behaviors are teachers aware of adopting in order to develop a healthy
relationship between themselves and their SPELL students?

v. Research Design and Procedures
In this proposal, I am seeking twofold approval by UD to: (a) conduct this
study at the Henry GeorgeHenry George School, and (b) use data from [name
deleted] The study is a collaboration of [names deleted] . I am involved in this
study as a [name deleted] research associate in charge of co-leading Phase 3 data
collection and analysis together with [name deleted].

Research Site
The Henry GeorgeHenry George School was selected for this study
because Spanish-speaking ELLs attending this school between 2006 and 2009
were consistently successful, as measured by ST scores and educational
engagement, according to Phase 2 findings of Identifying Success.

Description and Justification of Statistical and Other Data Use

I am seeking approval to use data on student enrollment and demographic
characteristics, and student engagement and outcome variables, for the fifth and
sixth grades during 2006-09. These data will be used for descriptive purposes, as
context and justification for the current study. I am also seeking permission to use
data on school-level characteristics and quality. All of these data are already in the
possession of [name deleted]. Appendix A displays the tables of variables that
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have been provided by Urban District already for [name deleted]. Again, schoollevel data will be used strictly for descriptive purposes.
I hereby also seek Urban District approval to use Phase 3 qualitative data
derived from the Whole School Improvement Plan, and from my own knowledge
of the school gained in collecting Phase 3 data.
Both quantitative and qualitative data analyses will be descriptive.
Statistical data will be presented in table format to show the demographic
characteristics of students and teachers in the fifth and sixth grades, as well as
student academic and engagement outcomes between 2006 and 2009.
Qualitative data collected in interview and other documentary evidence
derived from the Whole School Improvement Plan or from the school’s website
will be coded inductively with N’Vivo software for qualitative analysis, and will
be arranged in nonhierarchical matrices such as “cognitive maps” (Miles
&Huberman, 1994, p. 134). Such displays are useful for showing a person’s
representation of concepts about a particular domain because they can be
presented as a collection of nodes attached by links, and associated with specific
quotations. A log and memos of decision rules will be maintained for possible
replication.
In the final presentation, findings will be situated in a larger narrative about
the school context with a focus on shared perceptions, and a search for patterns
across cases. All data will be presented anonymously.

Procedures
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The school principal has been approached informally and expressed
interest in participating in a study of the relationship. Upon Urban District
approval, the school principal will be contacted again by e-mail (see Appendix B)
explaining the scope of the study and the extent of involvement required from the
school’s staff. The study will focus on the two fifth-grade teachers, and two
additional sixth-grade teachers at the school. The four teachers will be asked to
participate in two hour-long interviews with me, the principal investigator (PI). If
they voluntarily consent to be interviewed, I will meet with them personally, at
the school, at a time that is convenient to them, and use the interview protocol
attached as Appendix B to guide our conversation. In order to minimize my
intrusion into regular school activities, I will make myself available before or
after school, or off-site if that is more convenient. I will present teachers with a
gift not to exceed $25.00 as a token of appreciation.

Classroom Observations
The need for classroom observations will be determined upon meeting
with the teachers. If such observations are thought to be appropriate, the PI will
agree with teachers on the purpose of observations. No protocol will be used.
Rather, the observation will be based on dimensions of the relationship that
teachers highlight as significant to them and that are observable in the classroom.
Observations should not last more than one class period.

vi. Protection of Human Rights
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At the time they are contacted by e-mail to seek their participation, the
teachers will be provided a copy of the Consent Form (Appendix E) they are
required to sign to participate in this study by e-mail; they will be encouraged to
ask questions directly by talking to the researcher on the phone, or in person if so
desired. At the time of the interview, participants will be encouraged to ask any
questions about the consent form, will be reminded again that their participation is
voluntary, and the confidentiality provisions will be explained in full. As
indicated on the form, teachers will be told that I cannot promise confidentiality
because their principal will know that I spoke to them, other school staff is likely
to find out, and other administrators and teachers in the district may infer their
identities even if their name, the school’s name, and the name of the
neighborhood are disguised in the final report. Participants will also be asked to
consent to being audio-taped (Appendix F). A similar statement about my
inability to promise confidentiality is included in the audio-tape consent form, as
well as a provision that the PI will submit for participants’ approval any direct
quotes that may be attributed to them. In addition, the PI will reiterate the
participant’s right to stop the audio recording at any time during the interview.
The PI will explain that the audio recording is strictly for use by the PI to
transcribe and/or otherwise recall the full conversation accurately. The PI will
then explain the procedure to ensure that audio-recordings are not accessible to
anyone but the PI: (a) the participant’s name will be replaced with a pseudonym
on the transcript—no keys will be developed as only the PI will have access to
participants’ data; (b) transcript and audio-recording will be kept in the PI’s
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possession at all times. As soon as feasible, the PI will download the recordings to
her personal computer, located in her home office, and erase them from the
recorder. The personal computer is protected by a password and no individual
with access to the PI’s home office has access to that password. The PI will
transfer audio-recordings to a USB drive as soon as interviews are transcribed,
and will store such USB drive in a locked container whose keys will only be
accessible to the PI. Recordings will be kept in storage for a period of three years,
or until the retention of raw data is no longer necessary. Participants will also be
assured that audio-taped data will not be used in presentations or other activities
to disseminate the study’s findings.

vii. Impact of Results
Findings from this study should serve to “unpack” elements of the
relationship beyond instruction. It is expected that in the course of the interviews,
teachers will benefit from having time to focus on practices on which they are
seldom asked to reflect. At the school level, teachers’ testimonies will be
available to share with other school staff for professional development. The study
will be made available to the school and to the Office of English Language
Learners for use in future professional development activities district-wide. In
addition, the PI will strive to disseminate results through conference
presentations, workshops, and publication in scholarly journals as a contribution
to the literature on effective practices in the education of Spanish-speaking ELLs.
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APPENDIX A

List of Variables for Phase 1 Data Analysis

I. Student-Level Data:
Student Enrollment & Demographic Characteristics
Variables

Populations

1. Total enrollment & by each grade k-12 (DOE016)

Total UD, LEP (total, MEPA 1-5), FLEP,
EP

2.

Demographics :
 Race/ethnicity (DOE010)
 Gender (DOE009)
 Low-income status (DOE019)
 Native language (DOE024)
 Immigration status (DOE022)
 Country of origin (DOE023)
 Time in U.S. (i.e., More than 1 year inU.S.
schools)(DOE021)
 Time in UD (CONSTRUCTED; request date of
assignment from UD)
 Zip code(request from UD)

Total UD, LEP (total, MEPA 1-5), FLEP,
EP

3. SPED participation by type of program (full/partial
inclusion, substantially separate) (DOE034)

Total UD, LEP (total, MEPA 1-5), FLEP,
EP

4. SPED disability type (e.g., communication, developmental,
etc.) (DOE036)

Total UD, LEP (total, MEPA 1-5), FLEP,
EP

5. ELL program enrollment for LEPs (general ed., SEI, TBE,
2way, opt out) (DOE026)

LEP (total, MEPA 1-5)

Student Engagement and Outcomes Variables

Populations

6. Mobility (request UD formula)
7. Median attendance rate (DOE052?)
8. In- and Out-of-school suspension rate (DOE045 and
DOE046)
9. Grade retention rate
10. Language proficiency (MEPA 1-5: #, % at each level)
11. MEPA trajectory (#yrs needed to attain level 5)

Total UD, LEP (total, MEPA 1-5), FLEP, EP
Total UD, LEP (total, MEPA 1-5), FLEP, EP

12. ST ELA, Math, and Science pass & proficiency
Gr 4, 8, and 10

17

rates for

13. DIBELS emerging and established rates for kindergarten,
1st and 2nd grade
17

Total UD, LEP (total, MEPA 1-5), FLEP, EP
Total UD, LEP (total, MEPA 1-5), FLEP, EP
LEP MEPA 1-5
LEP MEPA 1-5
Total UD, LEP (total, MEPA 1-5), FLEP, EP
Total UD, LEP (total, MEPA 1-5), FLEP, EP

MCAS Pass rate= Proficient +Advanced +Needs Improvement; MCAS Proficiency rate
= Proficient +Advanced
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14. 4-yr Graduation rates (for Class of 2006) (DOE012?)
14. Annual drop-out rate (total, MS, HS)(DOE012?)
15. Grade level of dropout (i.e., x% dropped out in x grade)

Total UD, LEP (total, MEPA 1-5), FLEP, EP
Total UD, LEP (total, MEPA 1-5), FLEP, EP
Total UD, LEP (total, MEPA 1-5), FLEP, EP

II. School-Level Data:
School Characteristics and Quality Variables
1. School size (construct from DOE015)
2. School’s grade configuration (e.g., elementary k-6, elementary k-8, middle school and high
school)
3. Level of LEP segregation (% LEP, per Orfield’s definition) (constructed variable based on
DOE025)
4. Type of school (e.g., district/pilot/exam)
5. Overall AYP accountability status:
http://profiles.doe.mass.edu/state_report/ayp2009.aspx?mode=school&orderBy=
6. Percentage of teachers licensed in teaching assignment:
http://profiles.doe.mass.edu/state_report/teacherdata.aspx
7. Percentage of highly qualified teachers teaching in core academic areas
(http://profiles.doe.mass.edu/state_report/teacherdata.aspx)
8. ratio (http://profiles.doe.mass.edu/state_report/teacherdata.aspx)
9. School poverty rate (DOE019
orhttp://profiles.doe.mass.edu/state_report/selectedpopulations.aspx)

UD = Urban District
ST = Standardized tests

134

APPENDIX B
We are here today to talk about your perceptions of your affective relationship
with Spanish-speaking ELLs in your classroom.



Tell me about your ELL students. How many do you have? What levels of
English? How do you communicate with them? What do you know about
them? How would you describe your relationship with them?



Please describe a student with whom you have a good relationship.



Please describe a student with whom your relationship is not so good.



How do you think your relationship with your ELL students may affect
their academic performance? Motivation to learn? School engagement?



Think about the students in your classroom who are English proficient. In
what ways are they similar or different from your ELL students? Are you
aware of making adaptations in the way you relate to ELLs?



Language can be a barrier to connection. How do you deal with this
challenge in your relationship with ELLs in your classroom?
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APPENDIX C
E-mail message to school principal seeking access to the school building.
Dear [principal],
This e-mail is to invite you, your 5th grade teachers, and your 6th grade teachers of
English and math to participate in a study leading to the completion of my
dissertation requirements in pursuance of a doctorate in child development at
Tufts University. As you know, your school has been identified for having a
larger than average number of ELL students who reached proficiency in ELA and
math ST exams between 2006 and 2009, and is currently engaged in [name
deleted].
For my dissertation, I have requested approval from UD to use data gathered from
the [name deleted] for descriptive purposes, and to pursue additional datacollection procedures. My dissertation study will focus on teacher perceptions of
their affective relationships with Spanish-speaking English Language Learners.
Since most of your ELL students are Spanish speakers, your school provides an
ideal setting for this study.
In particular, I am interested in understanding the nature of changes inherent in
the transition to middle school. For that reason, my focus will be on both 5th grade
teachers, and 6th grade teachers of English Language Arts and math who have
ELLs in their classroom. Specifically, I am looking to meet twice with four
teachers at your school--two at the 5th grade level, and two at the 6th grade level-for about an hour each time. If you agree to participate in this study, I will be glad
to follow whatever procedures you find most convenient for contacting the
teachers to set up meeting times with them. Please provide the names, telephones
and e-mail addresses of the 5th and 6th grade teachers who will participate in this
study if you would like me to contact them directly.
Thank you so much for your consideration of this request. I look forward to
hearing from you and to answer any questions you may have about this study.
Sincerely,
Virginia Diez
Doctoral candidate
Tufts University Department of Child Development
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APPENDIX D
E-mail message to recruit teachers for participation in this study.
Dear [teacher],
This e-mail is to invite you to participate in a study of teacher perceptions of their
affective relationships with Spanish-speaking English Language Learners. As you
know, your school has been identified for having a larger than average number of
ELL students who reached proficiency in ELA and math ST exams between 2006
and 2009. I am particularly interested in talking about the kind of connection with
students that, as a teacher, you deem necessary for success. This study will
become my dissertation.
Your participation in this study involves meeting with me twice, for a period of
approximately one hour. Our meetings will be held at the school, or whatever
location is most convenient to you. Each interview will last about an hour, and
may be followed by a brief phone call or e-mail consultation for clarification
purposes only.
Attached to this e-mail is a consent form for your review. This consent form was
written to comply with ethical standards for the protection of human subjects. I
am sending it in advance, so you may better understand the purpose of the study,
and the voluntary nature of your participation. I will follow up this message with
a phone call soon to answer questions and discuss a mutually convenient time and
place to meet, if you agree to participate.
Sincerely,
Virginia Diez
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APPENDIX E
CONSENT FORM FOR TEACHERS/SCHOOL STAFF

Introduction and Contact Information: The title of this project is “Teachers’
perceptions of their relationships with Spanish-speaking English Language
Learners (SPELLs).” The principal investigator is Virginia Diez, doctoral
candidate at the Eliot-Pearson Department of Child Development at Tufts
University. Ms. Diez’s dissertation committee has given her approval to pursue
this project in fulfillment of the dissertation required to obtain the degree of
Doctor of Philosophy. The members of her dissertation committee are: Dr. Calvin
Gidney (chair), Dr. Jayanthi Mistry (both of Tufts University), and Dr. Miren
Uriarte of UMass Boston. Please feel free to contact them for further information
or if you have any concerns about the ethical conduct of the researcher during the
study. Their telephone numbers and e-mail addresses are listed in the back of this
form.
Description of the Project: This project is a sub-study of [name deleted] a
collaboration between [name deleted]. Your school was selected to participate in
[name deleted] because of the higher than average educational outcomes achieved
by ELLs between 2006 and 2009.
The purpose of this sub-study is to explore the affective dimension of the
relationship in the 5th and 6th grades only. Findings from this study will be used to
describe the characteristics of relationships between successful Spanish-speaking
ELLs and their teachers, from the perspective of the teachers. It is possible that
participating in the interviews will serve an awareness raising function with
possible benefits in terms of professional development for the participants. In case
of publication in a professional journal, the practices identified in this study may
be disseminated to a wider scholarly audience. However, the school and
participants will at all times remain anonymous.
Risks or Discomforts: The direct risk to you associated with participation in this
study is minimal. As stated in the federal regulations (45 CFR 46.102 (i)),
“Minimal risk means that the probability and magnitude of harm or discomfort
anticipated in the research are not greater in and of themselves than those
ordinarily encountered in daily life or during the performance of routine physical
or psychological examinations or tests.”
Confidentiality: Only Virginia Diez, the interviewer and principal investigator,
will know the content of this interview. Once the interview is completed, all
corresponding notes and transcripts will be assigned a pseudonym to protect your
identity. Written and printed records will be kept in the principal investigator’s
home, in a locked file.. In addition, the name of the school and of the
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neighborhood in which it is located will not be revealed in the final report.
However, it is not possible to ensure full confidentiality as your principal, other
colleagues in your building, and even teachers and administrators in other schools
within your district who know your school may be able to trace the data back to
you.
Voluntary participation: Your participation in this study is completely
voluntary. By consenting to participate in this study, you are agreeing to
participate in two interviews of approximately 60 minutes each. At any time
during these interviews, you may withdraw or abstain from answering questions,
without experiencing any penalty, loss of
benefits, or other negative consequences. Your participation in this study involves
no compensation. However, a small gift will be presented to you as a token of
appreciation.
Rights: If you would like to discuss any issues related to your participation in this
study, or if you have any complaints, please call or e-mail:
Dr. Calvin Gidney at (617) 627-2213, calvin.gidney@tufts.edu;
Dr. Jayanthi Mistry at 617-627-2083, jayanthi.mistry@tufts.edu;
Dr. Miren Uriarte at 617-287-7237, miren.uriarte@umb.edu.
If, after or while contacting the individuals above, you have further complaints or
queries, please contact the Institutional Review Board (IRB) at the Office of the
Provost, Tufts University, Medford Campus. The address is: Office of the Vice
Provost, Tufts University, 20 Professors Row, Medford, MA 02155. You may
also contact the IRB by telephone: (617) 627-3417 or e-mail: sber@tufts.edu.
I HAVE READ THE CONSENT FORM. MY QUESTIONS HAVE BEEN
ANSWERED. MY SIGNATURE ON THIS FORM MEANS THAT I
UNDERSTAND THE INFORMATION AND I CONSENT TO PARTICIPATE IN
THIS STUDY.
I ALSO CERTIFY THAT I AM 18 YEARS OF AGE OR OLDER.
________________________________
_____________________________
Participant’s signature
Date

Researcher’s signature

________________________________
__________________________
Participant’s name in print

Researcher’s name in print
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APPENDIX F
TAPE CONSENT FORM
This study involves the audio taping of your interview with the researcher.
Neither your name nor any other identifying information will be associated with
the audiotape or the transcript. Only the researcher will have access to the tapes.
The tapes will be transcribed by the researcher and stored in a locked container at
the researcher’s home office for a period of 3 years or until the retention of raw
data is no longer necessary.
Transcripts of your interview may be reproduced in whole or in part for use in
presentations or written products that result from this study. Neither your name
nor any other identifying information (such as your voice) will be used in
presentations or in written products resulting from this study. Although statements
will not be attributed directly to you, colleagues in your immediate surroundings
and in Urban District may be able to trace direct citations back to you. To ensure
that statements chosen for publication will not create a risk to your employment
and/or to your psychological well-being, the PI will submit any such statements
for your approval prior to publication. Again, your name will not be attached to
the statements.
Immediately following the interview, you will be given the opportunity to have
the tape erased if you wish to withdraw your consent to taping or participation in
this study.
By signing this form you are consenting to:
1. having your interview taped;
2. having the tape transcribed;
3. use of the written transcript in presentations and written products.
Participant’s signature__________________________
Date____________________________
Participant’s signature__________________________
Date____________________________
Participant’s signature__________________________
Date____________________________
Participant’s signature__________________________
Date____________________________
Participant’s signature__________________________
Date____________________________
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Participant’s signature__________________________
Date____________________________

Researcher’s signature__________________________
Date________________________
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APPENDIX 3: FIRST ROUND OF DATA
Day 1 – March 14, 2011
Time
9:20

Activity
Arrival and check in with Acting Principal –

9:30 – 10:10

Meet administrative staff and Tour of school –
Director of Instruction Interview with the Principal

Comments

10:15 – 11:00
11:05 – 11:20

Classroom Observation
Room 106 –Grade 3 and Grade 4
Room 107 –Grade 4 and Grade 5

11:20 – 11:35

Room 109 –Grade 1
Room 110 Grade 1

11:35 – 11:50

Room 102 –Grade 2
Room 103 –Grade 2

Virginia Diez & LG
Virginia Diez & LG
Virginia Diez & LG
Virginia Diez & LG

LUNCH
11:50 – 12:30
12:30-12:45

Virginia Diez & LG

Room 111 –K2
Room 112 –K2

Virginia Diez & LG

Meet with XXX Hospital – Counselor –
12:45 – 1:15
Meet with ILT Team –

Virginia Diez & LG

Meet with Ms. – Engineering - in Room 006

Virginia Diez & LG

Room 104 –Grade 3
Room 105 –Grade 3

Virginia Diez & LG

1:15 – 2:00
2:00 – 2:15

Room 205

2:15 – 2:30
Meet with staff who teach Before/After School
and who provide safety nets during day –
2::30 – 3:00
Wrap- up with Acting Principal
Dismissal
3:00 – 3:10
3:10 – 3:45

Day 2 – March 15, 2011
Time
8:30 – 8:45

Activity
Before School –Observation

Comments
Virginia Diez & LG

8:45 – 8:55

Check in with Principal –

Virginia Diez & LG

9:00 – 9:30

Meet with librarian– in library
Meet with Museum of Fine Arts – in library

Virginia Diez & LG
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9:30 - 10:15

Focus Group with parents in library

Virginia Diez & LG

10:15 – 10:30

Classroom Observation
Room 004 – K1
Room 005 – K1

Virginia Diez & LG

10:30 – 11:15

Focus Group Grade 3 and Grade 4 – Room
006

Virginia Diez & LG

11:20 – 11:35

Virginia Diez & LG
Room 208 – Grade 5
Room 209 -- Grade 5

11:35 – 11:50
11:50 – 12:30
12:30 – 1:15

Room 211 – Grade 4
Room 212 - Grade 4

Virginia Diez & LG

LUNCH
Meet with staff who have been in building
2006-2009 - Room 006
Elementary Staff –

1:15 -2:00

Virginia Diez & LG

2:00 – 2:15

Focus Group K0 – K2 - Room 006

2:15 – 3:00

Meet with Fit Kidz Coordinator – in library

3:00 – 3:10

Focus Group Grade 1 and Grade 2 – Room
006

3:10-3:40

Virginia Diez & LG

Wrap up with Acting Principal – Second Floor
Office
Dismissal
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APPENDIX 4: FIRST ROUND OF INTERVIEWS
INTERVIEW GUIDELINES
Principals
Bring to the interview a prompt that briefly describes what we know about the
school’s success in terms of ELLs. Share it with the principal.
Introduction to the interview: The purpose of this visit is to learn as much as
possible about YOUR SCHOOL and what makes it successful. This is not an
evaluation of your school. It is, rather, an effort to document excellence in depth, so
it can be shared with other principals in the district. We have some broad domains
in which we need to elicit data, and we may prompt you to think as concretely as
possible about actual practices that contribute to excellence with English Language
Learners. But above all, we hope you will feel free to think out loud about what
works at your school and why.
1. Tell us, what is your vision for this school?





(If not mentioned above) How do ELLs fit into this vision?
What supports your vision?
What would you do if you had all the resources you wanted?
Tell me the story of your school in terms of ELLs.
o Use past events as markers. Do you remember…..?
2. How is your school organized for success?
How do you assign students to teachers or classes?
How are ELLs taken into account when putting together the structure of the
school? (Cover school site council/school board
o What are the key organizations within the school where ELLs are discussed?
(grade level team? ILT?) Which teachers are involved in these organizations?
o How do you decide that an ELL student is ready for reclassification?
3. How do you describe your school’s culture and climate?
o
o

As you know, we will be going on a tour of the school. What impression
about the culture and climate of the school do you think we will get as we
walk around the building?
o What aspects of the school culture and climate would you say contribute to
your success? (success with ELLs? if not mentioned above)
o What is your relationship with other adults in the building?
o What do you know about your ELL students’ culture and language, and how
did you find out?
4. How do curriculum and instruction contribute to your success?
o

o

What is a typical daily schedule for an ELL?
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o
o
o
o
o

How is that different from a regular ed. Student?
How do you know whether ELL students are learning? (Academic content?
English?)
How do you ensure student progress through MEPA levels?
What supports are available for students who are struggling?
How do you address different skill levels in the classroom?

5. What assessments do you use for:
o Placement in classes?
o Measuring outcomes?
o Identifying kids in need of extra support?
6. What professional development in your school do you see as responsible for ELL
success?
Is it category training? Cultural competency? Coaches from outside the district?
Grade level consultants?
o Use percentage of teachers trained in categories as prompt. Ask: How did you
accomplish that?
o Who’s getting trained on what? (What are ELL teachers being trained in?)
o Is cultural competency a priority at the school? Is there an ELL subcommittee
that pushes that work in meetings? Do they look at ELL work together?
7. How do you engage families? Are you successful?
o

8. What partnerships do you have with CBO’s and how do they support the
academic achievement of your students?
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INTERVIEW GUIDELINES
Teachers
Bring to the interview a prompt that briefly describes what we know about this
teacher’s success with ELLs and share it with her.
Introduction to the interview: The purpose of this visit is to learn as much as
possible about WHAT YOU DO IN YOUR CLASSROOM that contributes to your
success educating ELLs. This is not an evaluation of your practices. It is, rather, an
effort to document excellence in depth, so it can be shared with other teachers and
principals in the district. We have some broad domains in which we need to elicit
data, and we may prompt you to think as concretely as possible about actual
practices that make for excellent practice with English Language Learners. But
above all, we hope you will feel free to think out loud about what works at your
school and why.
1. Let’s talk in broad terms first. What is your vision for this school?





(If not mentioned above) How do ELLs fit into this vision?
What supports your vision?
What would you do if you had all the resources you wanted?
Tell me the story of your school in terms of ELLs as you have seen it evolve
through the years.
o Use past events as markers. Do you remember…..?
2. How is your school organized for success?
How do you know if students have the appropriate ELD level to be in your
classroom?
o Re-assess? Watch closely (including having an aide checking for
comprehension)?
o In what organizations within the school do you participate?
o Where/with whom do you discuss ELL student progress?
o How do you decide that an ELL student is ready for reclassification?
3. How do you describe your school’s culture and climate?
o

How would you say that working at this particular school contributes to your
success?(with ELLs? if not mentioned above)
o What is your relationship with other adults in the building?
o What do you know about your ELL students’ culture and language, and how did
you find out?
4. Name a few things you do in your classroom that you believe are responsible for
ELL success…
o

o

Possible prompts: what pedagogy works best? What curriculum? What
instructional strategies?
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o
o
o
o

How do you know whether ELL students are learning? (Academic content?
English?)
How do you ensure student progress through MEPA levels?
What supports are available for students who are struggling?
How do you address different skill levels in the classroom?

5. What assessments do you use for:
o Placement in classes?
o Measuring outcomes?
o Identifying kids in need of extra support?
6. What professional development is most beneficial in your work with ELLs?
Is it category training? Cultural competency? Coaches from outside the district?
Grade level consultants?
o Is there an ELL subcommittee that pushes that work in meetings? Do they look at
ELL work together?
o Is cultural competency a priority at the school?
7. How do you engage families? Are you successful?
o

o Are you satisfied with your families’ level of involvement at the school?
o What contributes to this level of involvement?
o How does that impact student outcomes?
8. Are there any out-of-school programs that support the academic achievement of
your students?
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INTERVIEW GUIDELINES
Parents
Introduction to the interview: Your school has been selected for a case study about
excellence/substantial improvement in the education of ELLs in BPS. In this
conversation, we would like you to tell us about your experiences with the school so
we can incorporate the parent perspective. Findings from the final report will be
shared with parents throughout BPS, so please think of messages you want to give
those parents, as you talk to us today.
1. How many ELL students do you have in the school, in what grades? Where are
you/they originally from?
2. How long have your children been at this school? Have they been in other BPS schools
and how do they compare?
3. Are you satisfied with your children’s performance at the school? Why?
4. What educational aspirations do you have for your children after they finish
elementary/middle school?
5. Do you expect these aspirations to become true? Why? Why not?
6. What language learning program has your child been assigned to and did you have a
choice?
7. How do you help your child/ren succeed in school?
8. Are you effective in helping your child/ren? Do you need extra supports? If so, what
extra supports are there in place to help your children succeed in school?
9. In what ways/how often does the school communicate with you?
10. How often do you visit the school? For what purposes? Do you feel welcome? Can
you communicate easily with school staff?
11. How comfortable do you feel speaking with adults at the school about your child’s
learning?
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