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Abstract 

SHARING CULTURAL KNOWLEDGE THROUGH INTERCULTURAL 

COMPETENCE: A COLLECTIVE CASE STUDY OF EXEMPLARY CONTENT 

AREA TEACHERS WORKING WITH LATINA IMMIGRANT YOUTH IN GRADES 

9-12 

Vilma Liliana LePelch, Ph.D. 

George Mason University, 2021 

Dissertation Director: Dr. Seth Parsons 

 

This dissertation research explores the pedagogical approaches of exemplary content area 

teachers (ECATs) working with Latina students in a public high school context. Research 

has shown that educators are the leading agents in preparing immigrant youth, and that 

teacher support and prejudice directly affect students’ academic outcomes. This 

dissertation is a unique contribution to understanding how ECATs use skill sets, action 

sets, and decision-making to create an intercultural environment conducive to learning. 

By employing a collective case study design and qualitative data sources, this study 

describes how critical pedagogy theories align with principles of intercultural 

competence. First, a questionnaire focused on teachers’ attitudes, knowledge, and cultural 

awareness. Next, semi-structured interviews and observations were used to recount 

teachers’ philosophies, beliefs, and instructional practices. Through ongoing member-

checking strategies, participants revisited their responses to discuss how their 



 
 

 

 

instructional practices and decision-making related to the promotion of intercultural 

practices. Educator artifacts were used to support data related to student-centered 

approaches. Data were analyzed for each participant and across participants.  

Findings illustrate the uniqueness of ECATs’ instruction in six overarching categories 

denoting the following predispositions: 

1. ECATs approached their practice from a cultural, cross-cultural, and 

intercultural (C/CC/IC) capital standpoint based on awareness of students’ 

identities.  

2. ECATs maintained a can-do attitude that fostered strong teacher/student 

partnerships.  

3. ECATs showed dynamic professional predispositions that created evolving 

professional growth.  

4. ECATs exhibited genuine care for students, integrating humanistic 

pedagogies, symbiotic relationships, and an ethic of care.  

5. ECATs adopted a student-centered mindset that helped them calibrate their 

planning, teaching, and assessment.  

6. ECATs embraced change and customized pedagogical decisions through 

ongoing reflection.  

Implications for further research suggest a need to further investigate the roles adopted by 

ECATs during changing instructional times. This might expand our understanding of how 

ECATs’ acknowledgment of Latina students’ C/CC/IC agency enriches the learning and 

teaching process.  
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Chapter 1: Introduction 

In this introductory chapter, I explain why the exploration of exemplary content 

area teachers (ECATs) working with Latina immigrant youth (LAIY) is of utmost 

relevance for their education. I also explain how this study contributes to the dialogue 

regarding educators’ high-quality teaching and integration of intercultural competence 

(IC) in their practice. To address the importance of teachers’ roles and voices, I present 

research that indicates who exemplary teachers are, why they commit to their high-

quality practice, and how they relate with immigrant-origin youth. Last, I explain how 

learners’ multiple needs challenge today’s educators.  

The current year 2021 marks 17 years since the former secretary of the United 

Nations, Kofi Annan, proposed a change of mindset regarding the elimination of racial 

discrimination. Annan argued that “tolerance, inter-cultural dialogue, and respect for 

diversity are more essential than ever in a world where people are becoming more and 

more closely interconnected” (United Nations, 2004, para. 5). This call conveys a 

statement of goodwill and understanding that only through equality, respect, and 

principles of human rights can individuals guarantee world peace. Schools, as centers for 

learning and sites for understanding processes of immigration integration, often reflect 

the culture, morale, and perspectives formulated by government officials (Dabach, 2011; 

Fass, 2007; Rumbaut, 2018).  
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In the midst of this changing cultural context, educators are the main 

agents in preparing the immigrant youth who arrive in their classrooms (Darling-

Hammond, 2000; Hill et al., 2005). According to Brinegar (2010), research on the 

education of immigrant youth is limited because schools continue to experience 

increased diversity. This diversity reflects multiple languages, religions, 

ethnicities, and even economic resources. Because immigrant youth across states 

continue to shape the student population demographics in the K-12 American 

school system (Lopez et al., 2018; Lopez & Velasco, 2011; Passel & Cohn, 2008), 

teachers face the challenge of educating youth who come from households with 

high poverty levels, few resources, and underemployed parents. 

Within this multiculturalism, it is essential to learn from mainstream 

educators whose student-centered practices advocate for immigrant-origin youth’s 

academic achievement (Brinegar, 2010; Dabach & Fones, 2018). More 

specifically, understanding the role of educators is fundamental in informing the 

ethical dimension of their practice. As A. Smith (2010) put it, “educators are the 

most important factor in mediating the curriculum and the values it conveys” (pp. 

21–22). Dabach and Fones (2018) pointed out that skilled content area teachers 

not only create the learning environment that students need to thrive, but also 

enact practices that attend to multiple forms of knowledge that legitimize 

immigrant-origin youth’s experiences. 

This research study focuses on ECATs working with LAIY in Grades 9-12. 

Exemplary teachers excel in creating intellectual excitement by using instructional 
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approaches and inculcating interpersonal relationships that reflect substantial personal 

and professional investment in their pedagogical practice (Lowman, 1996; Riehl & 

Sipple, 1996). Teachers who implement effective and inclusive practices welcome 

multiple cultural, cross-cultural, and intercultural (C/CC/IC) perspectives to the learning 

context (Dabach & Fones, 2018; Deardorff, 2006). This research has led me to ponder 

how instruction for immigrant students can improve to better address their needs. 

Because immigrant youth are less likely to graduate from high school compared 

to their peers with native-born parents, it is paramount to understand what exemplary 

teachers do to support this population (Barton, 2006; R. G. Gonzales, 2010; Rumberger, 

2003; Rumberger & Larson, 1999; South et al., 2007; Stiefel et al., 2010). Furthermore, 

Dabach and Fones (2018) maintained that despite research on exemplary teachers 

addressing the needs of learners at different grade levels, previous studies assert the need 

to explore in depth how ECATs customize their pedagogy to support immigrant youth. 

Due to the transient reality of immigrant students, educators face challenges in 

addressing their increased socioemotional and psychological distress (Berry et al., 1986; 

Verkuyten & Thijs, 2002). These issues are linked to the adversities that students face at 

four levels of acculturation: separation, assimilation, marginalization, and integration. 

Research data from the National Center for Education Statistics (McFarland et al., 

2020) show that in 2019 there were 2 million status dropouts for students between 16 and 

24 years of age. The status dropout rates were higher among Hispanic foreign-born 

youth, at 16.7% or 334,008, compared to U.S.-born students, at 5.9% or 118,000 

(McFarland et al., 2020). Regarding girls within the same age group, the status dropout 
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rate for Latina/Hispanic students was 6.0% compared to 3.5% for Whites, 4.3% for 

Blacks, and 1.6% for Asians (McFarland et al., 2020). In the case of LAIY in Grades 9-

12, Abrego (2006) and Archambault et al. (2017) stated that lack of academic progress 

led to high dropout rates, causing significant challenges for content area teachers. 

Education for LAIY must be tailored to address their academic needs effectively. 

In particular, mainstream teachers need to differentiate content area instruction and 

design lessons that welcome these students’ linguistic and cultural wealth of knowledge 

(Dabach & Fones, 2018; Irizarry & Raible, 2011). Studies have shown that teacher 

support or teacher prejudice directly affects academic opportunities and outcomes for 

LAIY (Dabach et al., 2018; Peterson et al., 2016). Regarding personal support for 

immigrant youth, ECATs use interpersonal skills to create a climate of care and respect 

(Allan, 2003). This sound environment fosters learning driven by students’ interests, 

which develops high-order thinking, questioning, and problem-solving skills.  

ECATs engage in sustained and transformative professional development that 

links their professional identities with schooling practices. They negotiate cultural 

exchange with students from Spanish-speaking backgrounds more effectively because 

they perceive their practice as a collective responsibility (Achinstein et al., 2014; Allan, 

2003; Hamann & Reeves, 2013; Pass & Mantero, 2009). Additionally, the compendia of 

cross-cultural and intercultural experiences that ECATs bring to their practice support the 

educational needs of newcomer immigrant youth. They guide them through a smooth 

transition and adjustment to the school context (Adelman & Taylor, 2015). Ultimately, 

the changing condition of education brought on by the current state of affairs calls for 
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exploration of how teachers’ personal, professional, and cultural experiences inform 

decision-making and pedagogical actions. 

Statement of the Problem 

Immigrant youth in the U.S. continue to endure life-impacting experiences. 

Studies have shown that they navigate multiple cultural frameworks, thereby reshaping 

their country-based home cultures and school cultures (Evans, 2018; Morita-Mullaney & 

Stallings, 2018; Phinney et al., 2006). Scholars have indicated that immigrant youth face 

multiple unknowns such as family responsibilities, relative and peer expectations, and 

school pressures (Adelman & Taylor, 2015; Sy & Romero, 2008); thus, they are more 

vulnerable to risks enhanced by their age, gender, and migratory status.  

National legislation emphasizes that immigrant children and youth should have 

access to the general education curriculum. Educators working with this population 

require English-language educational programs and activities that promote students’ 

knowledge and skills (U.S. Department of Education, 2017). Initiatives such as the Every 

Student Succeeds Act focus on maintaining important protections for economically 

disadvantaged learners, students with disabilities, and immigrant youth. Moreover, the 

law requires states to help ensure that all students have access to excellent teachers and 

positive learning environments that provide the necessary support to prepare them for 

success (U.S. Department of Education, 2017).  

However, schools have fallen short of this objective because the achievement gap 

continues to grow (Hanushek et al., 2019). Hanushek et al. (2019) noted that “the quality 

of the teaching force—a centrally important factor affecting student achievement—may 
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have declined over the course of the past several decades” (p. 7). Scholars have suggested 

that it is vital for school districts to support immigrant youth because this group is more 

likely to drop out (DeCapua & Marshall, 2015; Fine, 1991; Frey, 2015). In line with this 

argument, teaching quality and student-centered services can change this unfortunate 

outcome.  

According to Ingersoll (2004), foreign-born parents who witness their students’ 

learning struggles report that teachers are often not sufficiently trained to teach their 

children. Sibley and Brabeck (2017) claimed that high-quality education is limited for 

immigrant children in their early school years due to poorly qualified teachers, which 

creates significant potential for academic disadvantage in the subsequent middle and high 

school grades. Moreover, Baily (2012) postulated that when students struggle with 

academic expectations and show poor performance, teachers’ cultural misunderstanding 

leads them to find parents responsible for the students’ difficulties, creating 

teacher/parent relational dissonance.   

Relatedly, Samson and Collins (2012) suggested that teachers whose students 

come from diverse cultural backgrounds face multiple challenges, and that “teachers must 

have a working knowledge and understanding of the role of culture in language 

development and academic achievement” (p. 10). Cushner and Mahon (2009) further 

explained that the problem lies in the fact that “many teachers continue to graduate from 

preparatory institutions, and settle into careers without the requisite competencies to 

ensure educational equity” (p. 307). This argument contributes to the dialogue addressing 
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education for all as a given right, which shifts the focus from hiring teachers to recruiting 

and maintaining culturally diverse teachers. 

Regarding pre-service teacher education, Gonzalez et al. (2014) maintained that 

“multicultural courses may not address issues specific to immigrant students, such as 

acculturation process or ethnic identity development of children and adolescents” (p. 

100). While these scholars argued that teachers’ professional agency is influenced by the 

social context of accountability and assessment standardization, Fruja Amthor and Roxas 

(2016) and S. Kim and Slapac (2015) suggested that these courses still focus on non-

inclusive practices that disregard multiple ways of learning. 

Efforts to promote equal educational opportunities for immigrant youth are 

evident when teachers in high-performing schools implement academic and social 

inclusion models that parallel students’ multilingual and transnational1 knowledge. 

However, Sánchez and Kasun (2012) explained that teachers need a more in-depth 

understanding of learners’ culturally based knowledge when they hide their transnational 

identities; the authors wrote that “teachers should ask their students about their lives 

outside the classroom so that they learn their aspirations and desires” (p. 84). In the same 

vein, Gibson and Carrasco (2010) stated that there is a gap in research regarding the 

interpersonal relationships supporting immigrant youth school experiences. 

 

 
1 The term transnational youth was first coined by McGinnis (2007). This term proceeds from Glick 

Schiller et al.’s (1992) study on transnationalism as a new analytic framework for understanding migration. 

Sánchez and Machado-Casas (2009) studied transnational multicultural Latino indigenous immigrants, 

while Huang and Yeoh (2005) looked into transnational families and their children’s education. 
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The evidence indicates that more educators need to acknowledge students’ 

transnational knowledge and experiences. There are studies and evidence supporting that 

teachers implement culturally-relevant practices attempting to address immigrant 

students’ needs. However, this general approach remains understudied, especially in the 

case of educating LAIY, whose needs require teachers to promote a sense of academic 

inclusion and engagement.  

Purpose of the Study 

This research uses a qualitative collective case study approach with a 

constructivist lens (Schwandt, 1994), and features three objectives. First, the study 

explores ECATs’ pedagogical practices and IC by describing the skill sets and action sets 

they use with LAIY in high school settings. Second, following narrative biographical 

theory (NBT), the study provides substantial data on teachers’ philosophies as well as 

their teaching and learning transactions in relation to IC. Last, this study draws attention 

to considerations regarding the pressure faced by teachers of immigrant youth and the 

decision-making they enact to address such constraints (Schwandt, 1994). This 

dissertation study uses NBT to account for the intersecting roles of ECATs and 

immigrant youth in a high school setting.  

Studies utilize a narrative approach to foster reflective dialogue that results in 

shared inquiry opportunities, leading toward the conceptual understanding of a 

phenomenon (Rabin & Smith, 2013). By taking a narrative biographical focus in this 

study, I aim to unveil the often-hidden dynamics and negotiations between educators, 

students, transnational knowledge, and IC (Valli & Buese, 2007). Implementing NBT in 
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the secondary context of LAIY’s teachers fits the purpose of the study in reflecting 

teachers’ voices about cultural exchanges and transactions they use to make sense of their 

personal perspectives. 

Research Questions 

To understand how teachers regarded as competent and exemplary by school 

leaders implement aspects of IC, I formulated four research questions.  

1. What C/CC/IC practices do ECATs implement in their teaching while 

working with Latina youth? 

2. How do ECATs strive to meet high-school-age Latina youth’s personal, 

socioemotional, and academic needs?  

3. What experiences (personal, professional, cultural) inform and influence 

teachers’ pedagogical decisions when working with Latina youth? 

4. How do ECATs adapt to the stress and change to a virtual learning 

environment? 

Conceptual Framework 

This qualitative collective case study uses IC as a conceptual framework to 

explore how teacher attitudes and practices incorporate inclusive pedagogy. This study 

aims to understand whether exemplary teachers possess IC, and if they do, to describe 

how they implement it. Among the tenets of this conceptual framework are skills, 

knowledge, and comprehension.  
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By integrating the IC dimensions, I examine ECATs’ perceptions regarding (a) 

working with LAIY, (b) instructional decision-making and pedagogical adaptations, and 

(c) self-reported understanding of IC.  

Moreover, I provide insightful accounts of teacher processes, practices, and 

pedagogical adaptations found to be effective in better meeting the needs of LAIY. 

Results of this exploratory study will inform staff, school leaders, practitioners, and 

policymakers about the applications of teachers’ IC as well as the decision-making 

processes influencing their pedagogy. 
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Figure 1 

 

Conceptual IC Framework  

 

Note. IC = intercultural competence; ECATs = exemplary content area teachers. 

Adapted from “The Identification and Assessment of Intercultural Competence as a 

Student Outcome of Internationalization at Institutions of Higher Education in the United 

States,” by D. K. Deardorff, 2006, Journal of Studies in International Education, 10(3), 

241–266, https://doi.org/10.1177/1028315306287002, and “Facework Competence in 

Intercultural Conflict: An Updated Face-Negotiation Theory,” by S. Ting-Toomey and A. 

Kurogi, 1998, International Journal of Intercultural Relations, 22(2), 187–225, 

https://doi.org/10.1016/S0147-1767(98)00004-2. 
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A contribution from Beacco et al. (2009) indicates that IC provides a practical 

foundation, fostering the inclusion of “multi perspectives and the ability to see oneself in 

situations and events from the perspectives of others and their otherness” (p. 11). The IC 

conceptual framework also includes purposeful acts promoting intercultural 

communication and understanding.  

The action set involves listening, observing, trust-building, collaborating, and 

facework management. Investigating ECATs’ pedagogical approaches allows 

stakeholders to understand the teacher/student interrelational phenomenon. While the 

teacher/student interrelational phenomenon is often a subjective process, there is much to 

learn from the way teachers embrace LAIY’s funds of knowledge.  

This conceptual framework takes the lens of IC (Figure 1). The study incorporates 

the social-justice nature of exemplary pedagogy as teachers’ narratives describe their 

culturally sensitive predispositions toward an inclusive learning environment. To address 

this epistemological orientation, the notion of social justice in teacher education entails a 

transfer of focus.  

Most importantly, this change of focus moves attention from issues of cultural 

diversity, bilingualism, and multilingualism to tackle the problems of social justice, thus 

fostering an understanding of activism and social change as central to the vision and 

mission of teaching and learning (McDonald & Zeichner, 2009). The tenets and 

principles of IC are further elaborated in Chapter 2. 
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Significance of the Study 

The significance of this research is trifold. First, teachers of LAIY must 

incorporate culturally relevant instructional practices that offer students access to positive 

academic experiences (Beehler et al., 2012; Ladson-Billings, 2006). Despite a wealth of 

research on this issue, mainstream teachers’ skills, behaviors, and actions need to be 

studied to understand how they map their pedagogy. This study examines educators’ 

pedagogical approaches that focus on the elements of the process model of IC (Deardorff, 

2006), shifting from abstract teaching toward strategic teaching used by educators to 

facilitate global competence through IC. 

Second, this study explores ECATs’ decision-making through a questionnaire, 

observations, and interviews, offering a clearer understanding of meaningful 

teacher/student cultural exchanges. Thus, this research investigates existing hidden 

networks and blind spots in the teaching and learning process (Valli & Buese, 2007; Yin 

et al., 1989). According to Valli and Buese (2007), such blind spots are relevant to 

describe the nature of the teacher/student interaction. These descriptions include 

symbolic forms featuring intangible accounts of what was said and the flow of 

conversations. Hence, thinking pauses, chuckles, sighs, instants of frustration, hesitation, 

facial expressions, and body language were documented (Geertz, 1983). Such nonverbal 

accounts were audiotaped during the observations.  

Third, teachers’ reflections on IC contribute to understanding how they build a 

sense of a community of learners, where students are assets and contributors to the 

learning process (Achinstein et al., 2014; Flanagan et al., 2007). Understanding how to 
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construct a reciprocal teaching/learning dynamic promoting greater self-efficacy and 

collective growth is essential to afford effective instructional practices. 

Operational Terms 

For the current study, I use the following operational definitions of terms: 

Culture  

The collection of learned beliefs, values, rules, norms, symbols, and traditions 

common to a group of people. This notion includes the shared qualities of a group that 

make them unique due to the dynamic nature of culture and the multiple ways it is 

transmitted to others (Northouse, 2007). 

ECATs 

 Exemplary high school educators teaching in traditional content areas including 

humanities (English and U.S./world history), fine and performing arts (dance, music, and 

theater), and STEM (science, technology, engineering, and math), whose instructional 

approaches and interpersonal relationships reflect strong personal and professional 

investments in their work (Glossary of Education Reform, 2013; Riehl & Sipple, 1996). 

Funds of Knowledge 

 A positive view of households as containing ample cultural and cognitive 

resources with great potential utility for classroom instruction (Moll & Greenberg, 1990; 

Moll et al., 1992). 
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Intercultural Competence (IC) 

Four related learning outcomes resulting from effective and appropriate behavior 

and communication in intercultural situations, as well as the delineation of agreed-upon 

aspects of such interactions. The outcomes include:  

1. Value other cultures and the diversity they represent; 

2. Recognize the attributes of host people, society, and culture; 

3. Express disinterested comparisons of cultural habits; 

4. Show willingness to bridge cultural differences (Deardorff, 2006, 2009).  

In this study, the learning outcomes represent specific intercultural knowledge, 

skills, and attitudes, which combine with relational and interactional elements. While IC 

has been defined as “a complex of abilities needed to perform effectively and 

appropriately when interacting with others who are linguistically and culturally different 

from oneself” (Fantini & Tirmizi, 2006, p. 12), this study implements a more procedural 

and behavioral-oriented adaptation from Deardorff’s (2006) framework. 

Intercultural Education 

An educational orientation that is more proactive and action-based than 

multicultural education, which recognizes that a genuine understanding of cultural 

differences and similarities is essential to build a foundation for working collaboratively 

with others (Cushner, 1998).  

Intercultural Educator  

A teacher who is person-centered, sensitive, kind, and has experience with 

different cultures. Someone who wants to learn about students’ cultural matters, and 
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employs communicative competence effectively through a skill set that includes attitudes, 

values, and knowledge of a culture (Sinecrope et al., 2007).  

Latina Immigrant Youth (LAIY) 

Female learners in Grades 9-12 with Latino/a or Hispanic background, including 

Cuban, Mexican, Puerto Rican, South or Central American, or other Spanish culture or 

origin regardless of race, whose home language is other than English (Semega et al., 

2020). Latina adolescent immigrants, between 15 and 19 years of age, enrolled in U.S. 

high schools (Ko & Perreira, 2010). According to the Virginia Department of Education 

(VDOE), the federal definition for immigrant-origin students, as described in the 

Elementary and Secondary Education Act, Section 3301(6), classifies them in three 

clusters. Immigrant youth (a) are aged 3 through 21, (b) were not born in any state, and 

(c) have not been attending one or more schools in any one or more states for more than 

three full academic years. The VDOE report also highlights that immigrant students may 

or may not be English learners (ELs). In the current study, this population is also referred 

to as female immigrant-origin youth or female high-school-age students. 

Online Learning 

 A geographically separated teaching-learning interaction between student and 

teacher using some sort of technology to facilitate the student’s learning. Online learning 

implements technologies such as online textbooks, varied communication modalities, and 

interactive learning resources, creating a virtual environment in which students are more 

in control of their own learning (Maeroff, 2003). In this study, this instructional modality 
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is also referred to as distance learning, distance teaching, virtual teaching, virtual 

learning, and synchronous virtual learning. 

Transnational (Funds of) Knowledge 

 Immigrant students’ knowledge of cultural practices and political situations in 

their homelands (Jaffe-Walter & Lee, 2018). According to Rodríguez (2013), 

“transnational funds of knowledge” refers to the “knowledge, skills, and strategies among 

(immigrant) students that were produced in settings beyond the school—and therefore, 

the immediate view and appreciation of teachers” (p. 90). These compendia of knowledge 

are diverse and distinctive depending on the student’s specific culture and background. 

Qualitative Research Rationale 

Qualitative research was used in this study. According to Merriam and Tisdell 

(2016), qualitative research depicts the exploration of an individual’s subjective 

experience. This study explored participants’ real-life experiences and accounts to 

understand their skill sets, roles, and dispositions. Qualitative research is used in various 

fields such as education, health, and social work to support systematic inquiry and 

“improve the quality of practice of a particular discipline” (Merriam & Tisdell, 2016, p. 

3). When qualitative scholars engage with their investigations, they are aware that their 

positions, biases, and worldviews influence and guide their research enterprise (Charmaz, 

2003, 2006, 2008). Thus, they maintain a rigorous and systematic procedural record that 

guarantees the trustworthiness of the study. Due to specific rules and possibilities, 

qualitative researchers recognize the choices, decisions, and responsibilities they have 

during the research process.  
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Regarding this research study, it is necessary for me to state my ontological and 

epistemological views. Crotty (1998) argued the importance of being legitimate in terms 

of the researcher stance; particularly, he wrote, “to talk about the construction of meaning 

(epistemology) is to talk of the construction of a meaningful reality (ontology)” (p. 10). 

My researcher stance favors the constructivist paradigm (Guba & Lincoln, 1994; 

Schwandt, 1994). Thus, I relate to the study’s topic in legitimate ways to pursue an 

understanding of how educators’ cultural experiences construct their roles, which, in 

conjunction with their pedagogy, guide and inform their practice. On the one hand, I 

investigated ECATs’ worlds in their real-life contexts to look into the phenomena 

reflecting the teacher/student interactions (Merriam & Tisdell, 2016). On the other hand, 

I learned what practices denoted the reasons, intentions, and behaviors that informed their 

pedagogy (Gerring, 2007). Thus, I used case study and narrative inquiry as the theoretical 

framework for this study.  

Theoretical Framework 

This section describes the theoretical framework of the study. The research 

employed case study and narrative inquiry. The rationale for using this framework lay in 

the objectives of the research questions. First, the research questions sought to address 

teachers’ C/CC/IC practices to meet Latina youth’s needs. Second, they aimed to 

investigate teachers’ experiences that informed and influenced their pedagogical 

decisions. Third, the exploratory nature of the study required the biographical focus of 

narrative inquiry to research teachers’ lives as phenomena through temporality, place, 

and sociality (Clandinin, 2013). In parallel, case study was used to account for the 
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bounded system in which exemplary teachers perform, and allowed for informed 

discussions of subjectivity that promoted teachers’ self-reflection. Participants’ narratives 

are presented as single cases to illustrate their unique realities. 

Brief Background  

Scholars have stated that a theory is a lens through which we see, transfer, and 

interpret social phenomena (Collins & Stockton, 2018). In qualitative research, it is 

crucial to select a framework that best addresses research questions to depict participants’ 

stories. This study uses NBT (Clandinin, 2013; J. H. Kim, 2016) and case study 

(Creswell, 2007; Yin, 2009, 2013).  

The theory of biographical inquiry is grounded on a perspective in which people 

are creators of meaning. Crotty (1998) supported this notion, suggesting that participants 

find meaning through engagement within their contextual realities. Biographical inquiry 

is also considered a particular form of qualitative interpretive research that centers the 

meaning subjects give to their lives. Moreover, case study is considered a 

multidimensional way of exploring a bounded system (Creswell, 2007; Denzin & 

Lincoln, 2011; Merriam, 1988; Yin, 2003). Researchers suggest that case study acts as a 

strategy of inquiry, methodology, type of research design, and object or product of 

inquiry. 

Narrative biographical studies, on the other hand, include examining personal life 

documents, stories, accounts, and narratives that explore participants’ turning-point life 

events (Denzin, 1989, 2014). Because life experiences are context-dependent, NBT 

shapes the way researchers interpret the participants’ stories to consider such narratives 
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as valid forms of knowledge (Smeyers & Verhesschen, 2001). According to Clandinin 

(2013), NBT contributes to qualitative research because it illustrates an “exploration of 

the social, cultural, familial, linguistic, and institutional narratives within which 

individuals’ experiences were, and are constituted, shaped, expressed, and enacted” (p. 

18). Such exploration is critical to ECATs’ complex instructional practices. In a case 

study, “multiple sources of information make up the bulk of data, including observations, 

interviews, audiovisual materials, and documents” (Creswell, 2007, p. 73). Therefore, 

case study and NBT tenets align with each other’s inquiry processes and products.  

Scholars have defined NBT as an inquiry that explores the deep meanings of life 

histories (Botía et al., 1998). It presents five essential characteristics: (a) narrative, (b) 

constructivist, (c) contextual, (d) interactionist, and (e) dynamic. Relatedly, Plummer 

(2004) argued that NBT presents a humanistic approach to social reality in which 

“personal accounts show the complexity of the life paths of subjects and social groups, 

especially the primary ones or small community” (p. 18). Narrative inquiry explores 

participants’ multiple realities—in this case, ECATs’ realities in order to understand how 

attitudes, knowledge, and cultural awareness influence their pedagogy while working 

with Latina youth.  

According to Denzin (1989, 2014), the core aspect of biographical approaches 

focuses on participants’ stories. The investigator analyzes them from multiple 

perspectives, including how gender, race, origin, and life events influence turning-point 

experiences. While biographical approaches utilize inductive processes, they reveal the 

co-construction of context-based knowledge and instances of shared human intentions 
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(Alheit, 1995). According to Rossiter (1999), NBT also incorporates a holistic illustration 

of biological and environmental influences on human narrative. 

This process aligns with the conceptual framework of the intercultural process. 

Furthermore, Stroobants (2005) argued that NBT offers opportunities to delve into a 

variety and multiplicity of participants’ concrete life experiences. Consequently, 

participants are agents whose biographies mirror the intersectionality between subject and 

society as well as subject and structure (Alheit, 1995; Antikainen, 1998; Dominicé, 2000; 

Fischer-Rosenthal, 1995). NBT stems from a perspective that integrates both narrative 

approaches to teachers and teaching (Carter & Doyle, 1996), and the tradition of 

biographical research (Goodson, 1992). Because both theories are positioned within the 

teacher thinking research (Kelchtermans, 1993, 1994), NBT situates teachers at the core 

of a micro-political system, where their experiences not only nourish their development 

as career-long learners, but also influence the quality of teacher education programs 

(Kelchtermans & Ballet, 2002). Case study frames rich data that reflect teachers’ 

multidimensional roles and agency, hence contributing to knowledge building from their 

unique contexts. 

NBT in Teacher Justice 

Alheit and Dausien (1999) coined the term biographicity, which refers to 

reflexive changes in participants’ identities as an inherent need to make sense of their 

practice. Thus, symbiotic interactions are evident in teacher/student dynamics during the 

learning process. Both interactants engage in ongoing cultural collaboration that prepares 

them to integrate into each other’s communities.  
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Since utilizing biographical methods improves professional skills and cultural 

understanding, teachers need to be cognizant of their intercultural development in a way 

that allows them to access reflexivity and use it within new dynamic relationships 

(Froggett & Chamberlayne, 2004). According to Wideen et al. (1998), novice teachers 

experience a praxis shock, which the authors defined as the realization of multiple 

responsibilities and realities, testing their beliefs regarding the teaching practice itself.  

Case study methodology was used in conjunction with narrative biographical 

inquiry in this study. NBT strengthens case studies by enhancing the exploration of 

educational studies from the experiential and narrative angles. Both these methodologies 

allow researchers to assess teachers’ particular cultural and social contexts (Clandinin, 

2013; Clandinin & Connelly, 2000; Connelly & Clandinin, 1990). Narrative inquiry acts 

as both the phenomenon under study and the method implemented in a particular 

investigation, while case study represents “a choice of what is to be studied” (Creswell, 

2007, p. 73). Case study is a “continuous interaction between the theoretical issues being 

studied and the data being collected” (Yin, 2013, p. 58). Therefore, both methods frame 

this qualitative study.  

A central purpose of using this juxtaposed theoretical framework was to collect 

data that provided substantial insights into the sophisticated teachers’ pedagogical 

commitments to understand their practice through their own lenses. Research by Kaasila 

(2007) used narrative inquiry and pre-service teacher biography to investigate teachers’ 

perspectives, as well as using interviews and teaching portfolios to share narratives that 

described how participants’ prior school experiences shaped their new identities as math 
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teachers. By taking a narrative biographical focus, Kaasila gave teachers opportunities to 

unveil retrospective explanations of perspectives otherwise overlooked. Data collection 

from pre-service teachers’ interviews and portfolios provided them opportunities to 

illustrate their stories. In this regard, Clandinin and Huber (2010) postulated that the 

strength of narrative inquiry lies in its focus on individuals’ lives.  

Kaasila (2007) also found that teachers’ narratives were shaped continuously by 

social interactions occurring at a specific time and place. This process facilitates the use 

of narrative to explain: 

• Teachers’ mathematical biographies in detail; 

• Teachers’ (authors) and readers’ understanding of the biography; 

• Teacher use of metaphors, vocabulary, and linguistic means to prove if 

changes in mathematical instruction occurred; 

• Teacher evidence using documents, such as lesson plans and observation 

notes to show that the expected change has occurred; 

• The alignment of teachers’ comments with researcher’s interpretation of 

mathematical biographies (Kaasila, 2007). 

Critiques of NBT 

Issues of Power. Narrative inquiry emphasizes the need to create a relationship 

between researcher and participant to engage in the co-construction of a story. For 

instance, feminist inquiry, and the way studies validate women’s voices as authentic, call 

for a shift in research. Furthermore, emphasizing the importance of power relations is a 

significant contribution toward historical narrative research. This notion rejects the idea 
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of extracting a story from participants while we remain distant from them (Clandinin & 

Huber, 2010; J. H. Kim, 2016). To address this issue, researchers aim to build meaningful 

relationships with informants by developing substantial forms of texts and understanding 

as reflective researchers.  

The status of the validity of participants’ testimonies depends greatly on the 

method utilized in the research process. The triangulation method is a strategy that 

establishes the legitimacy of the data collection process. This strategy also ensures 

reliability by obtaining consistent data that are “most congruent with reality as 

understood by the participants’ reality” (Merriam & Tisdell, 2016, p. 252). In this regard, 

Yin (2003) highlights the benefits of triangulation to ensure the validity of case studies. 

Thus, as researchers gain more experience with data collection skills, they achieve higher 

levels of validity. The triangulation method and its alignment with data sources are 

further covered in Chapter Three. 

Issues of power focus on people who have been disenfranchised, such as the 

subjects presented by E. P. Thompson’s (1966) research. In this study, the author 

provided an understanding of one’s position in society. As researchers investigate 

teachers who adequately access the intercultural toolbox, they challenge discourses 

constructed about the less represented. Similarly, issues of power arise when only 

influential individuals, those who have the time and resources to write their stories, have 

access to the realm of narrative biographies (Stroobants, 2005). A threat occurs when 

researchers present themselves as authoritative figures. Narrative inquiry scholars seek to 

find spaces where the voices of those whose resources are limited can be disseminated, 
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and they challenge dominant narratives and rhetoric. Consequently, stories of everyday 

people rise to challenge the notion of power.  

Issues of Negativity. Often telling one’s story becomes confusing and messy. 

People might focus on the negative spectrum when sharing their stories. Researchers 

have argued that negative narrative emerges when we think about our history. As we 

begin to understand why we construct delusions in the story we tell, we reflect on the 

possibility of change and transformation (Clarà, 2015; Schön, 1983). The participants’ 

stance may complicate the legitimacy of the narrative. The danger of misinterpreting the 

story responds to the lack of understanding that the tone, positive or negative, behind the 

story is socially, politically, and economically constructed (Clandinin & Connelly, 2000; 

Clandinin & Huber, 2010). Taking the negative angle may also result from focusing on 

the most dramatic moments in someone’s past experiences, especially those that make up 

the bulk of significant events in one’s life. 

By asking participants open-ended questions such as “Tell me the story of your 

life,” the researcher establishes a dialogic space, enhancing the value of the relationship. 

On the other hand, taking a more relational perspective, scholars work longitudinally with 

participants, forming a more personal relationship with them. The biographical 

perspective lies in providing the space and opportunity for participants to unveil life 

moments sometimes kept dormant in their memories (Stroobants, 2005). Because case 

study features a rich and substantial narrative element, this study implemented both 

methodologies to explore how ECATs face complexities and contradictions under their 

individual conditions. Furthermore, Flyvbjerg (2006) illustrated that case study relates to 
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narrative inquiry in that both begin with an interest in a particular phenomenon that is 

best understood narratively (p. 25). This commonality allows researchers to delve within 

the participants’ realities and validate them as unique expressions of the phenomenon 

under study. 

While biographical researchers write about the “other,” their writing involves a 

certain degree of unnoticeable reference to the self. Letherby and Shaw (2016) further 

emphasized that investigators must be concerned about the complexity of the text they 

produce. When a disciplinary frame is established that grounds the role of 

intersubjectivity, participants relate to researchers on a horizontal platform. According to 

Letherby and Shaw, the narration of theory works best if researchers take the necessary 

time to build an understanding of a given case. Therefore, they must avoid rushing into 

categorizing too soon, since the data collection dynamics are ever-changing. 

Issues of Subjectivity/Intersubjectivity. Atkinson and Coffey (2003) examined 

the importance of reflexivity and the conventions of writing and reading in textual 

practices present in biographical narratives. The exercise of subjectivity in NBT 

strengthens the research process, despite being considered a weakness by some scholars. 

Moreover, this added trait is recognized when the researcher and participant create an 

intersubjective reality. In this regard, Benjamin (1995) asserted, “Intersubjectivity refers 

to that zone of experience or theory in which the other is not merely the object of the 

ego’s need/drive or cognition/perception but has a separate and equivalent center of self” 

(p. 30). For example, Li (1997) argued that researchers move from subjectivity to 
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intersubjectivity by honoring participants’ self-affirmations to attain some degree of 

reciprocal understanding.  

Bruner (1996) is another theorist who elaborated on the importance of 

intersubjectivity. His argument aligns with notions of a humanistic approach to 

education, which must include legitimate understanding and the development of 

interpersonal skills. Scheff (2006) further elaborated that intersubjectivity entails “sharing 

the subjective states by two or more individuals” (p. 172). From this perspective, 

researchers strive to know what it takes to experience the other as the other experiences 

(De Jaegher, 2015). Scholars paying close attention to the duality of the self and the other 

have used the term empathic intelligence to articulate the aspects emerging from the 

intersubjective engagement (Arnold, 2004). Throughout such engagement, narrative 

biographical scholars set the tone that defines their moral and ethical positions. 

IC and NBT 

To explore the intersection between NBT and IC, Drawert (2012) published an 

article titled “Biographical Research: An Intercultural Approach?” The author elaborated 

that despite the cumulative traditions of biographical accounts in research, using 

biographical data from a scholarly prospect in qualitative research methods is still a 

novelty in the field of research inquiry (Drawert, 2012). Rooted in studies conducted by 

Alheit and Dausien (1999) and Fischer-Rosenthal (1995), biographical inquiry is more 

relevant due to globalization, technology, and transnationalism reflecting the current 

context (S. Kim & Slapac, 2015). Some of the first proponents of NBT asserted its 

applicability in intercultural realms of research.  
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Within this work from narrative-oriented scholars, informed perspectives on the 

human experience are expanded. For instance, Patton (2002) emphasized that personal 

narratives open channels to the individual’s experience to reveal (inter) cultural and 

social patterns. Hence, the researcher’s role is critical during the interview interaction, 

which articulates such (inter) cultural exchange in a unique fashion. According to Eisner 

(1998), the fundamental role that researchers play during data gathering and analysis 

demand a particular skill. This skill determines what investigators see and how data are 

interpreted.  

Studies have identified that biographies are data pockets that contain common 

social standards and societal attitudes regulated by intercultural objectives. Francheschini 

(2001) focused on a wealth of narrative research and stated that when “interculturality is 

analyzed from the perspective of the biography—and biography from the lens of 

interculturality” (p. 8), a reciprocal interaction occurs. Relatedly, J. H. Kim (2016) 

asserted that narrative inquiry is a fitting methodology that is influential in various fields 

such as education, sociology, and psychology. 

Summary 

 The instructional demands faced by educators of immigrant youth create 

significant challenging factors. Undoubtedly, educators have the responsibility to provide 

immigrant students with the climate, approach, and encouragement required to thrive. 

This challenge poses the need to reflect on the comprehensive praxis influencing what 

learners believe they can achieve. In this ever-changing context, ECATs commit to their 
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pupils’ cultural wealth of knowledge. By doing so, they allow students to determine who 

they are and how they can utilize their autonomy.  

The section above presented a background on the complex task of educating 

LAIY. Specifying the need for integrating IC in pedagogical practices, this study reports 

teachers’ context-based pedagogical practices and broadens the growing knowledge of 

competent educators whose IC addresses the inconsistencies in educating immigrant-

origin youth. In this chapter, I first discussed the problem this research study examines. 

Then, I explained the purpose of the study, the research questions, and the 

epistemological lens of this research. Following a brief discussion of the role of 

exemplary teachers, I finally described the conceptual framework and underpinnings 

supporting this research. 

Study Organization 

 Chapter Two presents the literature relevant to this study and describes the 

conceptual framework, principles, theories, and approaches that support the study of 

exemplary educators in more detail. The literature review synthesizes the tenets of IC and 

its interconnectedness with narrative inquiry. Chapter Three describes the methods used 

and the rationale for the selection of case study and NBT approaches. This chapter also 

describes the data collection and analysis, researcher identity and positionality, 

trustworthiness, and methodological limitations of the study. Chapter Four includes the 

data analysis and results from the within-case and cross-case analysis relevant to the 

research questions. Finally, Chapter Five includes discussion of the findings, implications 

for future research, and concluding remarks that frame this dissertation. 
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Chapter 2: Literature Review 

This chapter outlines the theoretical framework and literature review of the study. 

Because immigrant youth’s academic success is dependent on teachers’ effective 

instruction, this study explores exemplary content area teachers (ECATs). First, an 

overview of exemplary educators is provided. Second, students’ academic issues are 

described, and the teacher role is discussed. Third, a synthesis of the school as a social 

sphere is provided. Last, the tenets of intercultural competence (IC) as they relate to 

teachers’ pedagogical practices are discussed.  

The current chapter also establishes the basis for the study and delineates the gaps 

in the literature regarding exemplary teachers working with immigrant youth. The 

literature search included more than 180 peer-reviewed articles published in 32 journals. 

In searching, I utilized available online databases, including Educational Research 

Complete, ERIC, and JSTOR.  

This study is grounded in theoretical and research-based reports. A dissertation 

authored by S. W. Thompson (2010) informs this research; the author explored the 

beliefs and actions of middle and high school teachers to uncover the components of 

successful interventions with at-risk students. An article by Collinson et al. (1998) also 

contributed to this literature, providing a broader scope of exemplary schoolteachers in 

international contexts. Collinson et al. detailed multiple sources of knowledge, arguing 

that educational reforms should validate teachers’ ethics-based predispositions. Lastly, 

research by Flanagan et al. (2007) on schools, communities, and teachers’ civil 
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commitments adds a theoretical basis to this study, identifying trends that support ethnic 

minority students considered at-risk. These studies were chosen for several reasons: First, 

they pinpointed exemplary teachers’ practices that influence student progress beyond the 

school setting. Next, they examined multiple teachers’ perspectives, skill sets, and 

actions. Last, the studies offered a richer understanding of teachers’ ethical commitments 

to providing more equitable education. The following sections present a discussion of the 

three studies that substantiate the literature in both Chapter 1 and subsequent sections.  

Exemplary Teachers: An Overview 

“Good teachers empathize with kids, respect them, and believe that each one has 

something special that can be built upon.” 

     —Ann Lieberman (in Ramsey, 2007, p. 86) 

Teachers are committed to their highest calling, which is to serve society by 

educating students in preparation for the challenges of the 21st century. Literature 

findings have informed the field about the importance of studying exemplary teachers in 

different content areas (Lewis et al., 2012; Paris, 2012; Penner, 2016; Watson et al., 

2010). There is much to explore regarding the role of content area teachers and their 

pedagogy in supporting the increased personal, socioemotional, and academic needs of 

high school immigrant youth.  

However, further research is needed to comprehend the instructional philosophies, 

beliefs, and decision-making enacted by outstanding educators (Beauboeuf-Lafontant, 

2002; Irizarry & Raible, 2011, 2014; Koul, 2016). The next section presents a synthesis 

of the literature on exemplary teachers’ characteristics, skill sets, and perceptions. 
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Additionally, it includes data based on research findings on the multidimensional role of 

teachers and the relevance of their practice.  

Exemplary Teachers’ Philosophies 

It is important to identify teachers whose exemplary practices enact philosophies 

that make a positive difference in learning experiences for Latina/o immigrant youth. A 

large body of related literature presents substantial information on effective content area 

teachers’ profiles (Collinson et al., 1998; Evans, 2018; Park & Lee, 2006; Schulz, 2000). 

However, research on teachers’ characteristics relevant to improving the education of 

immigrant-origin youth is still limited (Casale-Giannola, 2012; Dabach et al., 2018; 

Gonzalez et al., 2014; Katz, 1999; McDevitt, 2018), which calls for researchers and 

practitioners to engage in field work focusing on this relevant matter. 

According to McDevitt (2018), “teaching is intimately intertwined with teachers’ 

lived experiences, and builds on their biographical backgrounds” (p. 51). McDevitt 

illustrated the most salient attributes of exemplary teachers and how their philosophies 

and pedagogical decision-making reflect a deep understanding of the complex act of 

teaching. Such understanding is based on authentic caring, “a form of caring that 

emphasizes relations and reciprocity beyond the academic instruction” (McDevitt, 2018, 

p. 53). Inquiring into an immigrant teacher’s experience working with immigrant-origin 

students, McDevitt’s single case study employed a variety of qualitative data collection 

methods, namely in-depth interviews, prolonged observations, and journaling. The 

study’s findings revealed that the teacher’s strength was to see students’ potential while 

they grew and developed under her care. In particular, this teacher adopted this posture 
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because her personal experiences were parallel to those of her students. McDevitt’s 

notion of authentic care opposes so-called aesthetic care, which only focuses on 

academic-based relationships. Establishing genuine relationships with the students was 

another important finding. This occurred through connecting with the students, families, 

and communities in multiple ways to ensure two-way and three-way relationships. 

Exemplary Teachers’ Perceptions, Beliefs, and Decision-Making 

In today’s diverse classrooms, teachers’ perceptions of immigrant-origin youth 

influence pedagogical decision-making, adaptations, and overall predisposition (Dabach 

et al., 2018; Gay & Kirkland, 2013; Reyna & Weiner, 2001; Yurtseven & Altun, 2015).  

Perceptions. To learn about how educators’ perceptions impact teaching, Dabach 

et al. (2018) sought to understand how the processes enacted through teachers’ roles 

supported Latino immigrant youth by examining teachers’ beliefs. In this case, teacher 

expectations were deeply intertwined with their beliefs, which might have positive or 

negative effects on students. As part of a 5-year longitudinal immigrant adaptation study, 

Dabach et al. assessed teachers’ expectations of their immigrant learners’ post-secondary 

potential, employing interdisciplinary and comparative approaches. Participants included 

14 teachers: two elementary, nine middle school, and three high school educators 

working with newly arrived immigrant youth. The authors conducted interviews, quote-

based reflections, and document analysis. The study results suggested that most teachers 

described the students as non-college-bound and as individuals who would most likely 

work in the service industry.  
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Other scholars concurred with this study’s findings that students’ future academic 

opportunities are closely related to the quality of teachers’ instruction, and that quality of 

instruction depends significantly on teachers’ perceptions (Akram, 2019; Dabach et al., 

2018; Reyna & Weiner, 2001, Suárez-Orozco et al., 2010). Furthermore, Dabach et al. 

(2018) argued that research was needed to develop a deeper understanding of structural 

inequalities mediating students’ trajectories throughout their academic years. To further 

this point, they wrote, “Little is known about how teachers understand, perceive, and 

explain their Latino/a immigrant students’ future trajectories because expectancy research 

tends to focus on constructs of students’ near-term ability levels rather than future 

trajectories” (Dabach et al., 2018, p. 39). Educators’ perceptions of students’ lives and 

available resources may lead them to feel there is little they can do to improve students’ 

situation (Dabach et al., 2018; Reyna & Weiner, 2001). Such a stance is detrimental to 

students’ progress and academic achievement. 

Beliefs. Teachers’ philosophical beliefs play an important role in their 

dispositions, communication, and commitments during instruction (Brown & Rodriguez, 

2017; Collinson et al., 1998; Gay & Kirkland, 2013; Pajares, 1992). In this regard, Gay 

and Kirkland (2013) noted that a deficit orientation supports the one-size-fits-all notion, 

which waters down the curriculum through generalized teaching approaches.  

Addressing the needs of multiple immigrant youths requires teachers to step out 

of their comfort zones and be committed to significant civic engagements deconstructing 

structural limitations. This inclination is based on teachers’ beliefs and transfers to the 

mechanisms used in teacher-student communication. Hence, the appropriateness of 
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teachers’ communications depends on understanding students’ individual cultural 

differences and motivations. According to Brown and Rodriguez (2017) and Gay and 

Kirkland (2013), self-reflection and cultural critical consciousness are central 

components to develop a scaffold for cultural consciousness, promoting newer ideas, and 

student-centered practices. These reflection practices prove to be a positive contributing 

factor to students’ progress. 

Studies suggest that a significant number of Hispanic immigrant youth are 

considered at-risk students, and are likely to fail to graduate from high school if they do 

not receive comprehensive academic support (Brown & Rodriguez, 2017; Sibley & 

Brabeck, 2017; S. W. Thompson, 2010; Watson et al., 2010). Sibley and Brabeck (2017) 

contributed to this discussion by stating that Latino-origin students “need to be educated 

effectively because they are a growing segment of the U.S. population, and soon will 

comprise a large portion of the nation’s workforce” (p. 137).  

According to S. W. Thompson (2010), effective teachers working with at-risk 

students are in tune with their individual needs. By highlighting teachers’ skill sets, 

actions, and beliefs, Thompson’s qualitative case study emphasized the importance of 

negotiating power by establishing a positive learning climate. Thompson analyzed 

teachers’ accounts case by case, unfolding the connections between school 

culture/context and teachers’ performance. The study suggested that the teachers’ culture 

may differ from those of the students, creating friction within the classroom environment. 

Such conclusions correlate with Pass and Mantero’s (2009) study that focused on 

exemplary secondary language arts teachers working with English learners (ELs). While 
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the authors recognized that teachers develop an awareness about how best to teach their 

students, they argued that current educational settings prevented teachers from refining 

this understanding. These studies reported that teachers’ awareness and understanding 

were dependent on the cultural and structural school contexts, and were also transferred 

to the opportunities that youth find in their academic development. Therefore, teachers’ 

philosophical beliefs are reflected in their pedagogical decisions regarding lesson 

planning and delivery. 

Decision-Making. While S. W. Thompson (2010) argued that at-risk students 

benefit from instructional accommodations including tailored teaching, meaningful 

learning strategies, and a sense of community belonging, Sibley and Brabeck (2017) 

noted that adolescents need to assert their distinct identities through connections with and 

belonging to groups. Teachers who promote such strong connections often share 

decision-making power, providing students with opportunities to resolve friction with 

teachers and peers. Brown and Rodriguez (2017) asserted that through shared personal 

reflection, teachers and students were able to maintain a dialogue regarding topics such as 

racism, language bias, and heterosexism. During this teacher/student dialogue, they 

engaged in decision-making actively. The authors stated that “caring and supportive 

social and academic relationships between students and teachers are crucial to preventing 

behavioral and discipline troubles” (Brown & Rodriguez, 2007, p. 77). These 

implications for teacher decision-making demand more exploration.  

Reyna and Weiner (2001) conducted a study drawing on social mirroring and 

attribution theories to understand this issue, assessing teachers of newly arrived 
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immigrant youth. The authors found that well-intentioned teachers’ actions were 

insufficient. Educators’ perceptions played a determinant role in their decision-making, 

rigor, and standards they expected to achieve. While holding a deficit orientation about 

students’ situations prevented teachers from providing adequate feedback and 

scaffolding, self-reflection and shared decision-making equipped educators with new 

perceptions and dispositions.  

The research gap lies in using traditional developmental models to teach the 

diverse student population. In this respect, the educational field needs more research to 

determine (a) specific interventions critical to immigrant students’ achievement and 

growth, (b) how caring teachers conduct student-centered interventions in more diverse 

schools, (c) the complex nature of teacher-student cultural and communication 

exchanges, and (d) how teacher-student cultural issues are addressed through critical self-

reflection (Brown & Rodriguez, 2017; Sibley & Brabeck, 2017; S. W. Thompson, 2010). 

Another significant issue lies in contradicting views of teacher quality. According 

to Watson et al. (2010), while we know that teacher abilities and skills are deeply related 

to student achievement, limited research exists regarding how teacher quality is perceived 

by educators and administrators. The authors asserted that teachers’ sense of quality 

responds to the given conditions of education, instead of being influenced by externally 

imposed measures. In a mixed-methods 3-year study, Watson et al. examined 66 focus 

groups, composed of eight to 12 teachers per group. Participants were asked to complete 

Stronge’s Teacher Skills Assessment Checklist (Stronge, 2018). Data analysis identified 

patterns and themes. Results from the data analysis correlated with Stronge’s five 
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domains: (a) teacher as a person, (b) classroom management and organization, (c) 

planning and organization for instruction, (d) implementing instruction, and (e) 

monitoring student progress and potential. Watson et al.’s findings agreed with those of 

Antikainen (1998) and Brinegar (2010), which suggested that in times of rapid cultural 

and situational changes, teaching situations change; thus, the indicators/domains utilized 

to assess instructional effectiveness must adopt notions that respond to the new reality.   

A study by Foster (1993) assessed exemplary teachers’ views of organizational 

change and how such views influenced decision-making. The results concurred with 

Stronge (2018) that educators are more involved with the school climate in active ways 

when they take leadership roles. In this regard, Birman et al. (2007) argued that 

participants reported that as a society, they should be concerned with ensuring and 

maintaining a diverse teacher force to prevent a cultural clash with the student 

population. Foster’s discussion categorized teachers as (a) coincidental cooperators, 

teachers who established strong connections with the students by calling their homes on a 

regular basis; (b) cynical dissenters, teachers who had strained relationships with the 

administration and felt that the system did not listen to them; and (c) committed 

advocates, teachers whose collegial interactions with faculty and the school community 

strengthened their leadership skills and who were invested in supporting at-risk learners. 

Teachers’ decisions to participate in school reform and student outreach programs 

depended on administrators’ fairness, two-way goals, responsibilities, and ethical 

decisions. 
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Regarding Latina immigrant youth (LAIY), Rolón-Dow (2005) illustrated 

teachers’ decision-making and its influence on girls from low-income communities. In 

this study, exemplary teachers primarily focused on determining the appropriate critical 

care praxis. They made the notions of race, ethnicity, and social class relevant to the 

positive schooling experience for students. In contrast, Rolón-Dow pointed out, teachers’ 

lack of understanding of intercultural competencies, added to low expectations and class 

biases, hindered the degree of students’ risk-taking during the learning process. This 

condition can be detrimental to teacher success in urban, semi-urban, or culturally diverse 

schools (Brown & Rodriguez, 2017). Furthermore, Ferretti and Bub (2017) postulated 

that the disconnect lay in the glaring differences between the context of teacher education 

programs and the communities where teachers work. This mismatch influences teachers’ 

predispositions, preventing cultural understanding and opportunities to expand their skills 

to communicate effectively across cultures.  

In summary, the literature on teachers’ perceptions of teaching effectiveness and 

how they affect decision-making is limited (Foster, 1993; Park & Lee, 2006; Sturtevant 

& Linek, 2003; Watson et al., 2010). The aforementioned studies documented findings on 

teachers’ instructional decision-making and presented research behind their beliefs and 

pedagogical commitments. Next, I provide a synthesis of students’ perceptions of ECATs 

and how educators employ their expertise, skill sets, and decision-making to teach their 

distinctive content areas. 
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Students’ Perceptions of Exemplary Teachers 

Koul’s (2016) interpretive study of exemplary science teachers and their approach 

to student-centered assessment used a multi-method approach to learn about high school 

students’ perceptions of teachers and the teaching-learning process. In this study, teacher 

participants displayed an array of skill sets allowing them to implement planned learning, 

establish teacher-student authentic relationships, confer with learners, and respect 

diversity.  

Other scholars have also studied students’ perceptions of exemplary teachers. 

Gentry et al. (2011) previously explained the attributes that were distinct to student-

identified exemplary teachers. Their study employed a mixed-method design to identify 

exemplary teachers based on students’ ratings through quantitative data, and learned 

about their self-perceptions through qualitative methods. Data sources included written 

surveys, semi-structured interviews, and videotaped observations at three different 

schools. They found that exemplary teachers obtained higher ratings from the students on 

domains such as appeal, challenge, choice, enjoyment, interest, meaningfulness, and self-

efficacy. Gentry et al. also formulated four themes to complement their quantitative 

findings. The qualitative thematic findings showed that exemplary teachers (a) took a 

personal interest and knew their students, (b) set high expectations, (c) made content and 

learning meaningful, and (d) shared their passions for students, teaching, and content 

(Gentry et al., 2011, p. 116). These student-generated attributes complement Koul’s 

(2016) findings that exemplary teachers were (a) experts in their field, (b) thorough in 

their instruction, and (c) flexible in their approach to assessment.  
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Koul’s (2016) study not only found that exemplary teachers exercised profound 

flexibility and open-mindedness, but also observed that they were sympathetic and 

attentive to the students’ needs. Further from being knowledgeable about the content they 

taught; competent teachers put themselves in the place of the students. For instance, the 

exemplary science teachers conferred one-on-one with students regarding their learning 

preferences before classes to avoid putting them on the spot. Koul concluded that sound 

research was needed for in-depth understanding of what good teachers do, insights into 

factors that establish an environment conducive to learning, and changes to school 

reform. 

Research has found that teachers’ perceptions of good teaching change over time. 

Additionally, Watson et al. (2010) argued that teaching quality and performance are 

affected by significant local, national, and global changes, and that the need to know how 

exemplary teachers evaluate their teaching practice parallels ongoing efforts to improve 

students’ academic achievement. While studying teachers’ perceptions of teacher quality 

in public and private schools, Watson et al. analyzed middle school teacher effectiveness 

for 3 years. Among the findings were that (a) teacher affect influences teacher 

effectiveness, (b) students’ achievement is related to teachers’ abilities, and (c) teachers’ 

view of effectiveness depends on how they are evaluated. The study identified four major 

attributes of exemplary teachers: caring, dedicated, enthusiastic, and innovative in 

creating a positive learning environment. 
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Exemplary Teachers and Student Diversity  

Because exemplary teachers appreciate their students’ cultural differences, their 

teaching is also characterized by diversity (Achinstein et al., 2014; Brinegar, 2010; 

Dabach & Fones, 2018; Watson et al., 2010). In today’s classroom, student diversity is 

the new normal, reflecting changing demographics in the last two decades. Scholars have 

examined how effective teachers address this context.  

Achinstein et al. (2014) investigated highly diverse schools in California. They 

implemented a 2-year critical case study that focused on how a school boundary-crossing 

practice enhanced the education of lower-income Latina/o youth. The term boundary-

crossing  refers to a “learning theory that treats boundaries as marking domains in which 

particular knowledge or skillsets are relevant; hence, crossing boundaries opens new 

knowledge domains, creating opportunities for learning” (Akkerman & Bakker, 2011, as 

cited in Achinstein et al., 2014, p. 3). Diversity in ethnicity, race, and gender was central 

to their study and evident in the instruction. Data demonstrated that “boundary-crossing 

experiences inspired youth to transform communities by diversifying the medical 

profession” (Achinstein et al., 2014, p. 17) they expected to pursue after high school 

graduation. By learning about outside-world opportunities, immigrant youth reiterated 

their cultural values and built their positive academic identities (Fong, 2007). This study 

showed that educators were committed to career path building and walked the academic-

professional path with their students to promote boundary-crossing between the school 

and community.  
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When limited diversity among teachers exists, immigrant youth identify a cultural 

dissonance that is detrimental to their development and academic success. When 

educators are interculturally competent, students from diverse backgrounds are 

adequately serviced. Recruiting and maintaining a teaching body that reflects multiple 

nationalities and backgrounds brings a global perspective to the teaching practice 

(Cushner & Mahon, 2009), providing students with role models and engaging them in 

meaningful learning experiences. 

In particular, DeCapua and Marshall (2015) explained that students with limited 

or interrupted formal education benefit significantly when student-centered programs 

address the complex issue of cultural dissonance. Dissonance emerges when non-

dominant groups interact with the majority, posing friction between teachers and learners. 

Educators who rely on traditional views of teaching and learning hinder the potential for 

student academic success.  

Because Latina immigrant students might not possess on-site or insider 

knowledge of school-based expectations, communicative styles, and protocols, they 

might feel alienated and overlooked, thus experiencing higher degrees of cultural 

dissonance (Allan, 2003; Ozer et al., 2008; Ybarra, 2012). Unfortunately, this situation 

constitutes one of the main push factors causing student dropout. On the other hand, 

academic opportunities arise for LAIY when teachers possess and implement IC. Such 

educators move beyond the role of the traditional teacher to propose and coordinate 

initiatives in and out of school contexts that decrease LAIY’s experiences of cultural 

dissonance.  



 
 

44 

 

Since culturally diverse students continue to arrive in American schools, it is 

relevant to understand teachers’ relationship-building skills. Dabach and Fones (2018) 

also explored teachers’ perceptions of diversity by looking into educators who had 

experience working with immigrant youth. Specifically, their 6-year ethnographic study 

examined how experienced teachers designed affirming classroom environments to 

support students’ personal diversity. While Dabach (2011) noted that exemplary teachers’ 

priorities shaped student-centered instruction, Dabach and Fones’s (2018) findings 

indicated that competent teachers were supportive and enablers because they paid 

attention to issues of social justice and inclusion. Hence, they built trusting relationships 

that contributed to students’ safety and self-empowerment. Furthermore, as agents of 

reception for immigrant youth, the skilled teachers in Dabach and Fones’s study were 

purposeful in addressing the students’ needs and embracing their wealth of knowledge. 

Brinegar (2010) argued that new voices are needed to create safe environments in 

which immigrant youth thrive. The need to be innovative enough to restructure the school 

organization through multicultural perspectives is paramount. In restrictive environments, 

immigrant students’ voices are silenced, so it is important to move beyond academic-

based relations. Conversely, the author noted that “it is imperative to recognize students 

as stakeholders in education reform” (Brinegar, 2010, p. 12). In this regard, teachers’ 

examination of their dispositions and class grouping practices creates a support system in 

which immigrant students make friends and form positive learner identities.  

Because exemplary teachers implement student-centered approaches, they show 

understanding and respect for immigrant students’ cultures, languages, and diversity. 
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According to Fong (2009), the culturally competent professional seeks to understand the 

role of factors such as race and ethnicity in the way students function within their family, 

school, and community environments. Moreover, the culturally competent educator 

acquires knowledge of pertinent theories, practices, and applications to evaluate research-

based interventions appropriate for working with culturally, ethnically, and linguistically 

diverse students (DeJaeghere & Cao, 2009; Fong & Furuto, 2001; Gay, 2002).  

This section has synthesized literature on teachers’ perceptions of diversity and 

how such perceptions are transferred to their instruction. The next section describes 

teachers’ skill sets to understand the repertoire of abilities that they implement in their 

teaching.  

Exemplary Teachers’ Skill Sets 

 One of the greatest challenges for the 21st-century teacher is to adapt to students 

from diverse backgrounds, be accountable for their academic achievement, and strive to 

meet their needs. Due to the global and local skill sets students need, teachers are 

responsible for adding an international dimension to the subject matter they teach to 

“make the curriculum relevant as well as accessible in meaningful ways” (Stewart, 2007, 

p. 10). Moreover, teachers need to acquire a repertoire of skills for effective instruction. 

Waldrip and Fisher (2003) identified exemplary teachers whose pedagogies incorporated 

a series of interpersonal and intercultural skills. The interpersonal skills utilized by 

teachers are both intertwined and transferrable (Fisher et al., 1993; O’Keeffe, 2019). 

Teachers who are skilled in inclusive teaching practices engage in creative ways to 

motivate students’ curiosity and intelligence.  
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O’Keeffe (2019) investigated four teachers’ interactions in inclusive English-only 

middle schools. The study included in-depth participant observations to understand how 

theory related to real-world instructional strategies. The author suggested that competent 

teachers working with culturally diverse learners used self-determination skills to support 

English development (Wiium & Dimitrova, 2019). In this case, self-determination skills 

were used to teach and promote “self-regulatory behaviors, autonomy, student 

empowerment responses, self-realization, and self-worth” (O’Keeffe, 2019, p. 6). While 

maintaining the rigor of the state-mandated curriculum and assessment, the teachers 

effectively addressed students’ needs. In addition, students were empowered and well 

equipped to make choices that led toward academic betterment.  

Exemplary teachers model skills that foster mutual understanding and respect, 

benefitting both student and teacher. As a result, students take ownership of their learning 

and track their progress while exercising autonomy. O’Keeffe (2019) found that 

educators who strove to teach provided multiple alternative assessments, including 

“demonstrations, journals, observations, graphic organizers, videos, multimedia formats, 

exhibitions, projects, and portfolios” (p. 3). As part of creating an environment that 

reflected students’ creativity, the exemplary teachers in O’Keeffe’s study provided active 

learning opportunities. Because culturally and linguistically diverse learners benefit from 

gaining multiple means of interpretation through personal experiences and those of their 

peers, exemplary teachers offer the students opportunities to engage in active discussions 

learning how the world is interconnected.  
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Bennett and Bennett (2004) investigated teachers’ skill sets within the tenets of IC 

and wrote that “the ability to communicate effectively in cross-cultural situations and 

relate appropriately in a variety of contexts” (p. 149) played a pivotal role in the student-

teacher relationship. Moreover, teachers’ pedagogies need to implement “the skillset that 

equips [them] with the ability to think and act in intercultural ways” (Hammer et al., 

2003, p. 423). Thus, educators can teach and engage their students in ongoing 

intercultural development. Relationship-building skills have been identified as essential 

elements in the assessment of IC. Bulnes and de Louw (2013) posited that providing 

students with safe and inclusive spaces required teachers to listen to their needs and 

hopes, observe their learning strengths and needs, and have the skills to discover their 

otherness. 

The IC skill set denotes the ability to analyze a cultural setting and adapt one’s 

behavior appropriately for that setting (Bennett & Bennett, 2004). In this regard, scholars 

have identified several skill areas: (a) awareness and acceptance of others, (b) self-

awareness, (c) dynamics of difference, (d) knowledge of the student culture, and (e) 

adaptations of skills (Bennett & Bennett, 2004; Cross et al., 1989). These interrelated 

areas are intrinsically juxtaposed with teachers’ IC. Consequently, exemplary educators 

are committed to the significance of their practice. They adjust their approach according 

to the in-the-moment skill that a given instructional event requires.  

A mixed-methods study focused on the socioaffective skills of effective English 

teachers in Korea (Park & Lee, 2006). Findings showed that while some of the 

characteristics of effective teachers were universal, other characteristics were group or 
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context dependent, and three main categories could comprise a wide range of effective 

teachers’ characteristics: socioaffective skills, English proficiency, and pedagogical 

knowledge. In this mixed-methods study, 169 high school English teachers were 

surveyed with a self-report questionnaire. Then, the authors selected and contacted 12 

teachers to request their help with the data collection procedure. Finally, the participants 

contacted a third group of teachers for interviews. The characteristics of effective 

teachers were compared using multiple categorical levels.  

The study results indicated a disparity between the three skill categories. While 

“socio-affective skills are a crucial trait defining effective teacher characteristics” (Park 

& Lee, 2006, p. 239), the investigators found that participants assigned socioaffective 

skills the lowest level of importance, ranking them below English proficiency and 

pedagogical knowledge. This finding did not correlate with results about students’ 

motivation and self-confidence as the most important to teach. These two attributes, 

according to Park and Lee (2006), are closely related to effective teachers’ socioaffective 

skills. The researchers concluded that a replication of the study and an in-depth 

qualitative study might clarify the contradictory results.  

While research has addressed the multidimensional aspect of teachers’ beliefs, 

skill sets, and decision-making, contextualizing teachers’ practices in the context of their 

field provides insightful data that illustrate teacher-student dynamics in the classroom 

setting.  
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Exemplary Teachers in the Content Areas 

To understand exemplary teachers’ instruction and how it aligns with the needs of 

immigrant youth, it is important to contextualize it within the subject matter. To achieve 

this goal, researchers have attempted to identify the practices of exemplary teachers for 

decades (Collinson et al., 1998; Waldrip et al., 2009). Collinson et al. (1998) suggested 

that “teaching is a profession that relies as much on skillful human relations as it does on 

the subject matter and pedagogical skills” (p. 24). In this regard, Stronge et al. (2011) 

pondered what makes good teachers good, while Fruja Amthor and Roxas (2016) 

discussed the critical need to know students.  

Collinson et al. (1998) examined 12 exemplary secondary-level teachers’ 

dispositions and beliefs. Based on ethics of care, the authors assessed four teachers from 

each of three different countries and found that exemplary educators established teacher-

student reciprocal commitments that were reflected in their professional 

accomplishments. The authors wrote, “Teachers’ ethics of care created opportunities for 

multidirectional dialogues allowing them to know students’ thinking and interests” 

(Collinson et al., 1998, p. 11). This study sought to broaden the understanding of the 

teacher-student relationship. The results emphasized that different responsibilities grant 

the philosophical belief consolidating the ethical dimension of their roles.  

Exemplary Literacy and Math Teachers. Studies on exemplary teachers have 

discussed sound instructional approaches conducive to student academic progress. 

However, profiling good teachers based solely on their use of effective practices is not 

enough. Stronge et al. (2011) argued that the common denominator in student success is 
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the teacher. This statement clearly aligns with studies that inquire about what good 

teachers do to enhance student learning. Their study aimed to understand how teachers’ 

practices affected student learning as shown by student scores on reading and 

mathematics assessments. Participants were 307 fifth-grade teachers who were surveyed 

and observed for 1 year. The researchers found that (a) teacher experience significantly 

raised student test scores for both reading and math computation, (b) effective teachers 

had fewer classroom disruptions, and (c) effective teachers had better management skills. 

Additionally, “socio-economic status was not as strong a predictor of student 

achievement as was the teacher” (Stronge et al., 2011, p. 349).  

Meaningful experiences between students and teachers promote opportunities that 

transform students’ self-perceptions so they can acknowledge their academic potential 

(Fruja Amthor & Roxas, 2016; Roy & Roxas, 2011). Underscoring the differences 

between teachers whose commitments include getting to know the students and those 

whose practice is limited to teaching the curriculum can help investigators understand 

how exemplary teachers embrace a variety of competencies leading to improved student 

academic outcomes. A chronological list of studies on exemplary teachers is presented in 

Table 1. Note that the indicated attributes overlap in some of the studies. 
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Table 1 

 

Exemplary Teacher Research in Chronological Order 

 
Citation Sample 

 
Method/ 
design 

Characteristics Skill set Perceptions/ 
perspectives 

Moll & 

Greenberg 

(1990) 

35 families 

10 students (Grades 5-6) 

Vygotskian theory 

Sociocultural theory 

Multiple case study 

Inclusive 

Knowledgeable about students’ 

interests 
Flexible & dynamic 

 

Self-reflective practices 

Social-sharing of knowledge 

Funds of knowledge as a major 

resource for academic 

instruction 

Fisher et al. 

(1993) 

7 schools 

46 teachers 

792 students 

Tasmania & Western 
Australia 

Two instruments 

Quantitative 

Questionnaire on Teacher 

Interaction (QTI) 
 

Leadership  

Amicability 

Build positive school atmosphere 

Involvement 

Understanding student attributes 

Teacher-student relationships 

Interpersonal teacher behavior 

Importance of peer support 

Work pressure 

Work environment 

Collinson et 

al. (1998) 

4 teachers in England 

4 teachers in Ireland 
4 teachers in the U.S. 

All secondary teachers 

7 female & 5 male 
teachers 

10 White & 2 Black 
teachers 

 

Qualitative 

Content analysis 
 

 

Teacher’s ethical & civic 

commitments 
Ethics of care 

Ingredients of care: knowing [the 

learner], patience, honesty, trust, 
humility, hope, courage, respect 

 

Teacher-student reciprocal commitment 

Skillful human relations 
Multidirectional dialogue 

Model for peers 

Reyna & 
Weiner 

(2001) 

127 undergraduate 
students taking 

teachers’ roles & 40 

HS teachers 

Quantitative 
 

Utilitarian response or punitive 
response to students’ failures 

Fair  

Holding high expectations 
Aware of social justice issues 

Retributive actions 

Teacher efficacy Social mirroring, student 
understanding (intrinsic & 

extrinsic motivation, causal 

reasoning) 
Students’ innate abilities & 

scholastic diligence 

Waldrip & 
Fisher 

(2003) 

493 science students 
25 teachers 

25 HS in Australia 

Private school system 
 

Mixed-methods 
Questionnaire on Teacher 

Interaction (QTI) 

 

Creative, motivators, understanding, 
enablers 

Leaders, helpful 

Friendly 
Understanding 

Good communicators 

 

Interpersonal & intercultural skills 
Interpersonal, 

Positive student-teacher interaction 

Teacher behavior model 
Diverse teaching methods 

Management strategies 

Sustained student engagement 
 

High-quality teacher-student 
interaction 

Understanding students’ 

interests 
Constructivist principles 

Sturtevant & 

Linek 
(2003) 

9 teachers 

2 different regions in the 
US 

Grade 6-12 teachers  

 

Qualitative 

Ethnographic 
Case study 

Social constructivist 

framework 

Student-focused, flexible, adaptable, 

motivational, decision-makers, 
influencers 

Adoption of role models 

Student-centered teaching 
Problem-solver 

 

Student-centered classroom 

Students as problem-solvers 
Students’ needs beyond the 

classroom 
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Citation Sample 
 

Method/ 
design 

Characteristics Skill set Perceptions/ 
perspectives 

  Teacher-student relationship 

value, lifelong learning 
 

Park & Lee 

(2006) 

Sample 2 groups 

1st group: 169 HS English 
teachers 

2nd group: 339 HS 

freshmen English 
learners 

 

Mixed-methods 

 

Encouraged students’ motivation & 

self-confidence 
Good sense of humor 

Fair treatment for all students 

Socioaffective skills  

Content knowledge  
Pedagogical knowledge 

Teacher & students had 

different perceptions on 
teaching effectiveness 

 

De Jesús & 
Antrop-

González 

(2006) 

2 Latino community-
based small HS 

2 educational projects at 

the 2 HS 

Ethnographic 
Case study 

Theory of critical care 

 

Student-centered 
Accessible/ 

approachable 

High academic expectations 
Facilitators 

Supporters 

Personalism 
Family & community orientation 

Trust-builders 

Reciprocal pedagogical interactions 
Community-driven educators 

 

High-quality interpersonal skills 
Student identity-building skills 

Instrumental relationships 

Reciprocity as skill 

Promoting high expectations 
Privilege students’ funds of 

knowledge 

Flanagan et al. 
(2007) 

1,123 students (11 to 18 
years old) 

Only 1,052 reported 

ethnicities 
115 Lebanese/Syrian 

136 Latino 

697 European American 
Male 48% 

Female 52% 

 

Quantitative 
Likert-type scales 

 

School, community climate & 
teacher’s commitment 

Fairness 

Democratic ethos/orientations 
Community connected 

Respectful 

Trust-builders 
Connectors  

Nurturers 

 

Good listeners 
High levels of efficacy 

Problem-solvers 

Cross-cultural awareness 
 

Students’ beliefs in America as 
a just society 

Civic commitments 

Teachers believe everyone can 
learn 

 

 

Pass & 

Mantero 

(2009) 

4 HS teachers 

Suburban & urban 

locations 
White female teachers 

 

Qualitative 

Constant comparative 

method 
 

Creators of comfortable & 

supportive learning environment 

Understanding of students’ needs 
Empathic with students 

 

Observant attitude 

On-the-spot instructional adaptations 

Students’ native language as a resource 
Able to communicate cultural differences 

Teacher’s self-examination 

Acknowledging students’ 

judgement 

Asking students’ learning 
preferences 

S. W. 
Thompson 

(2010) 

4 teachers in MD & HS 
working in a 

disadvantaged school 

community 
 

Multiple case study 
 

 

Community-oriented 
Appreciative 

Optimistic/positive 

Hopeful 
Attentive 

Responsive to students’ emotional 

needs 

Optimal learning environment 
Self-reflective 

Communicating authentic care 

Able to resolve classroom conflict 
Able to negotiate power 

Students’ perceptions of 
positive relationships 

Valuing positive experiences 

Establishing appropriate 
academic goals 
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Citation Sample 
 

Method/ 
design 

Characteristics Skill set Perceptions/ 
perspectives 

Protecting students with a safe 

classroom environment 
Empathic with students 

 

Grieve 
(2010) 

88 educators in total 
24 head teachers 

64 teachers 

 

 

Traditional quantitative 
methods 

5-point Likert scale 

 

 

Personal qualities 
Positive attitudes & relationships 

communicators of educational 

values, experts in the field 

Interpersonal skills 
Plan differentiated instruction 

Knowledge of interdisciplinary content 

Able to build positive relationships 
Affective qualities 

 

Students able to share ideas, 
think for themselves, 

express their views 

effectively, plan, prioritize, 
and be decision-makers 

 

Dabach  
(2011) 

39 English teachers & 
20 mathematics, science, 

& social studies 

teachers in urban 
California HS 

 

Ethnographic 
Social capital framework 

 

 

 

Cultural connectors 
Trust-builders 

Mutual identification 

Student-centered instruction 
Reciprocal interactions 

High sense of intrinsic reward 

Using students’ first language 

Teachers perceive work as 
rewarding 

Immigrant students respectful 

Irizarry & 
Raible 

(2011, 

2014) 

10 exemplary teachers 
3 ES teachers 

4 MS teachers 

1 early childhood 
educator 

2 administrators  

8 out of the 10 teachers 
lived in disadvantaged 

community where 

school was located 

Qualitative method 
approach 

 

Student-centered 
Committed 

Barrio-based framework 

Respectful 
Mindful 

High sense of commitment 

Loving students 
Acquainted with the families 

 

Deep reflection 
Critical self-analysis 

Culturally aware of students’ diversity 

Learning multiple languages to connect 
to students, families, and 

communities 

 

Learn about students’ cultures 
Authentic appreciation of 

cultural differences 

Students’ cultures viewed as 
worthy 

Importance of tapping into 

students’ richness 
 

Fruja Amthor 

& Roxas 

(2016) 

 Participatory action 

research 

 

Knowers of students 

Enablers 

Opportunity providers 
Agents of reception 

Genuinely interested  

Empathetic 

Embrace variety of students’ 

competencies 

Self-reflection of pedagogical practices 
Cross-cultural relationships  

Importance of immigrant 

students’ cultural agency 

Meaningful teacher-student 
experiences 

Transforming learners’ self-

perceptions 
 

Koul (2016) 470 students (Grades 8-

10) 
20 science teachers 

3 Western Australian 

schools 
 

Quantitative 

 

 

Experts 

Thorough in instruction  
Flexible 

In-depth subject matter knowledge 

Authentic 
 

Planned learning, authenticity, 

conferring, transparency, & diversity 
Planned learning 

Student consultation 

Relating to students respectfully/trusting 
ways 

 

Student-centered practices 

Enhance students’ autonomy 
and self-efficacy 

Students integral part of 

assessment 

Jackson et al. 
(2017) 

MS teachers  
2 large urban districts 

Large-scale study 
 

Purposeful 
Student-centered 

Flexible 

Supportive 

Diagnostic & prognosis student framing 
Purposeful use of time 

Teachers’ views on students’ 
mathematical capacities 

matter 
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Citation Sample 
 

Method/ 
design 

Characteristics Skill set Perceptions/ 
perspectives 

 

Wyatt et al. 
(2017) 

13 in-service teachers 
2 centers for research in 

education, diversity 

and excellent coaches 
Several schools in Hawaii 

Qualitative 
Vygotsky’s sociocultural 

theory 

 

Cultural guides 
Facilitators, mediators, role models 

Cultural brokers 

Linkers 
Bridge-builders 

Community-oriented 

Open to implementing the CREDE 
model 

Receptive but nervous to change 

 

Multiple pedagogical models 
Translate 2 culturally different realities 

Cultural expertise 

Empowering strategies 
Negotiation strategies 

Aligning practice with 
students’ academic needs 

Committed to democratic 

values 

McDevitt 

(2018) 

1 HS teacher with 

immigrant background 

 

Qualitative 

Single case study 

Authentic caring 

Relations & reciprocity emphasis 

Empathetic 
Attentive 

Respectful 

Admiration for students’ cultures 
 

Building authentic relations with 

students, families, & communities 

Deep connection 
Culturally sensitive 

See student potential 

Believing in students 

Dabach & 

Fones 
(2018) 

4 HS teachers Multiple case study 

Civic lessons 
Immigrant youth study 

Supportive, enablers, purposeful, 

protective, student empowerment 
Protective by creating safe contexts 

Experienced  

Thoughtful 
Inclusive 

 

Building trusting relations 

In school & out of school  

Pedagogical choices  

Adaptations 
Teachers’ roles 

Quality of instruction 

Beliefs on empowering 
students 

Dabach et al. 
(2018) 

14 teachers (9 MS, 2 ES, 
3 HS) working with 

newly arrived 

immigrant youth 
5 out of 14 teachers were 

foreign born 

Longitudinal study 
Longitudinal Immigrant 

Adaptation Study 

(LISA) 
 

Relatable 
Teachers’ low expectations 

Focused on barriers 

Disappointed 
Teachers’ talk reveals anticipated 

student trajectories 

 
 

Lack of trust-building skills 
 

 

Importance of legitimizing 
immigrant students 

Teachers thought students were 

not college bound 
Students follow non-college 

trajectories 

Students getting blue-collar 
jobs in the future 

Students’ immigrant 

backgrounds seen as assets 
Evans (2018) 1 non-Latina ES 

English/literacy 

bilingual teacher 
 

Case study 

Sociocultural- 

constructivist & 
culturally responsive 

frameworks 

Self-reflective 

Committed 

Advocacy-oriented mindset 
Action-oriented disposition 

Equity-oriented action 

Willing 
Charismatic 

Ongoing self-reflection, unwavering 

commitment, action-oriented mindset 

Cross-cultural & cross-linguistic skills 
needed 

Cultural and linguistic border crossing 

skills 
 

Disparity between teacher-

student backgrounds 

Students’ background as assets 
& incorporated into the 

curriculum 

Casalaspi  

et al. (2018) 

286 parents Quantitative 

Descriptive survey 

Relatable to students 

Highly enthusiastic  

Ability to relate to students 

Culturally sensitive 

Student test scores do not 

reflect teacher quality 
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Citation Sample 
 

Method/ 
design 

Characteristics Skill set Perceptions/ 
perspectives 

Grades K-8 families in 

the district 
Fairly diverse sample 

 

 

Organized 

Orderly 
High cultural sensitivity  

Produce high test scores 

 
O’Keeffe 

(2019) 

4 exemplary English-only 

MS teachers 

 

Qualitative 

In-depth observations 

 

Flexible 

Innovative 

Creative  
Dynamic 

Supportive 

Targeted teaching 
Differentiates instruction 

Strengths used to support students’ 

achievement 

Self-determination skills 

Regulatory behaviors  

Autonomy  
Empowerment 

Self-worth, mutual understanding, 

respect 
Ability to use a variety of intelligences 

Rapport-building skills 

Specialized skills drive all aspects of 
teaching 

Socialization skills as instruction 

 

Tutor-tutee student role 

Offering multiple opportunities 

Students’ knowledge shown in 
a variety of modalities 

Importance of alternative 

assessment 
Importance of peer observation 

Prediger 

(2019) 

5 secondary mathematics 

teachers 

 

Multiple case studies 

Content-specific design 

 

Interdisciplinary, content expert, 

pedagogy expert, understanding, 

caring, high expectations 
Inclusive 

Responsible for student learning 

Language-responsive classroom 
setup 

Responds to situational demands 

effectively 

Metacognition 

Can-do skills 

Language-responsive mathematics 
teaching 

Integrative instead of additive skills 

Articulating ideas intuitively 

Predisposed to understand 

students 

Recognizing students’ 
foundational knowledge & 

competencies 

Note. HS = high school; MS = middle school; ES = elementary school. 
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 The quality of exemplary literacy teachers’ instruction is addressed in research. 

Primarily it is focused on the needs of ELs, as it allows them to access the language-rich 

content areas effectively. The term English learner is used to refer to students whose first 

language is not English. Specifically, studies use this designation to reference children 

and youth who have a non-English home language, and are learning English in a PreK-12 

school (National Clearinghouse for English Language Acquisition, 2015). Consensus is 

that well-prepared teachers are the key element for literacy development; thus, they are 

prevalent agents in the literature (Evans, 2018; Pass & Mantero, 2009; Sturtevant & 

Linek, 2003). Three qualitative case studies have examined how these teachers operate, 

grounded in sociocultural, constructivist, and culturally responsive frameworks (Evans, 

2018; Pass & Mantero, 2009; Sturtevant & Linek, 2003).  

Evans’s (2018) single case study investigated a bilingual teacher’s experiences. 

The teacher’s actions, beliefs, approaches, pedagogy, and dispositions driving her 

teaching were assessed in a 4-month data collection. The study reported the importance 

of (a) guiding students in transversive linguistic and cultural borders, (b) cultivating 

cross-cultural and cross-linguistic2 qualities of practice, and (c) building capacity for 

equity-oriented action. Moreover, the author identified the participant as being self-

reflective, committed, and action-oriented (Evans, 2018, p. 337). To explain the study 

objective, the author wrote,  

 

 
2 The term cross-cultural and cross-linguistic quality of practice describes the existing diversity between 

teachers and students’ linguistic and cultural backgrounds, considered as an asset in the learning process.   
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Through [the participant’s] experiences, I sought to capture those qualities of 

exemplary teaching that significantly affect the ways teacher education programs 

must equip preservice teacher with dispositional orientations to confidently 

identify issues of equity, [and] articulate practices, that are in the best interest of 

the students. (Evans, 2018, p. 344) 

From this stance, reflexivity, commitment, and proactivity were the most significant 

attributes endorsed for exemplary teachers.  

In another study, Pass and Mantero (2009) assessed beliefs about instruction for 

ELs among exemplary literacy teachers who taught American literature to ELs and dually 

identified students in Grades 9-12. The authors determined that literature support for high 

school ELs was still limited. The participants in this study reported that they had not been 

trained in teaching ELs or taken courses to address their needs. In this study, data were 

collected via questionnaires, formal/informal observations, in-person and phone 

interviews, and field note-taking. The study findings highlighted that teachers believed in 

developing an observant attitude to “see what seems to be working and what doesn’t” 

(Pass & Mantero, 2009, p. 277). The teachers tailored their instruction to the learners’ 

individual needs on the spot. One participant asserted that talking with students before 

class was important because “nobody knows what helps them better than them” (Pass & 

Mantero, 2009, p. 278). Results indicated that teachers who asked students about their 

learning preferences utilized the most effective approach.  

Student-centered approaches and optimal teacher-student relationships are 

productive frameworks adopted by exemplary literacy teachers (Casale-Giannola, 2012; 
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Evans, 2018; Pass & Mantero, 2009). Sturtevant and Linek’s (2003) case analysis study 

investigated nine effective literacy teachers working in rural, urban, and suburban 

schools. Employing a rubric to assess teachers’ rationale for instructional choices, the 

authors examined the instructional beliefs and decision-making of middle and high 

school literacy teachers. This study used in-depth observations and field notes to record 

specific teachers’ perceptions of their pedagogical decisions and adaptations. Exemplary 

literacy teachers were found to be “the most central decision-makers” influencing literacy 

development (Sturtevant & Linek, 2003, p. 87) because their approach was flexible, 

adaptable, and motivational. Teachers’ perceptions of effective teacher qualities reflected 

their focus on (a) student-centered classrooms, (b) students’ problem-solving skills, (c) 

students’ needs beyond the classroom, (d) the value of their relationship with students, 

and (e) lifelong learning (Sturtevant & Linek, 2003, p. 80). These findings support the 

notion of teachers as decision-makers. However, with more and more immigrant youth in 

the classrooms, pedagogical models that value the five qualities above still need further 

exploration.  

Several scholars have studied best practices for teaching mathematics to urban 

Latina/o youth (Dabach, 2011; Gutiérrez, 1999, 2002; Hill et al., 2005; Jackson et al., 

2017; Lewis et al., 2012; O’Keeffe, 2019). Jackson et al. (2017) assessed teachers’ views 

of historically marginalized students’ numeracy capabilities. Their study was a large-

scale qualitative analysis of 122 middle school educators working in two large urban 

districts (Jackson et al., 2017). Two main approaches were found significant in 

addressing students’ needs: diagnostic and prognosis framings. According to Jackson et 
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al., this proactive approach determined students’ readiness to handle complex 

mathematical concepts. To address students’ learning difficulties, the teachers invested 

time explaining the source of the problem diagnostically. On the other hand, they used 

the prognosis framing to explain what they did and the actions they took to support the 

students who faced difficulty. 

 Jackson et al. (2017) found that most teachers did not consider the students 

capable of engaging with rigorous mathematical learning. Moreover, teachers reported 

that they lowered the instructional demands due to deficits the students faced in their 

homes or communities. This stance prevented students from committing to engage in 

challenging math areas such as calculus (Gutiérrez, 2002). In another study, O’Keeffe 

(2019) examined a middle school math teacher whose approach included differentiated 

instruction. The teacher’s scaffolds included theme-based word walls, classroom visuals, 

anchor charts, and students’ native language. The teacher established a physical 

environment conducive to learning, with learning centers and seating arrangements that 

were flexible and adequately responded to a support system. This exemplary math 

teacher supported learners’ language development by implementing high-level 

vocabulary, heterogeneous grouping, and peer tutoring, as well as translation and 

clarification. This educator disregarded the one-size-fits-all mindset by establishing a 

peer coaching system where students took the roles of tutor and tutee interchangeably.  

 Investigating teachers’ expertise in language-responsive mathematics teaching is 

critical to support ELs’ competencies. Relatedly, Prediger’s (2019) study focused on the 

integration of mathematics and language learning, using the methodological framework 
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of content-specific design. This framework had a twofold purpose: first, to promote 

teachers’ expertise in language-responsive mathematics teaching through professional 

development courses, and second, to investigate teachers’ developing expertise using 

qualitative case studies. Prediger’s findings highlighted the math-based language gap that 

exists not only in low-socioeconomic-status families, but also among monolingual 

learners. According to Prediger, improving expertise in language-responsive teaching is 

an important goal for pre-service and in-service mathematics teachers. Her study 

furthered Bunch’s (2013) research. In this case, language-responsive teaching featured 

two dimensions. The first dimension, content knowledge, referred to mathematics and 

language. The second dimension, pedagogical content knowledge, focused on the role of 

language for teaching and learning of mathematics. Prediger concluded that teachers with 

strong resources engaged students in demanding discourse-based practices. Thus, they 

conveyed metacognition and identified the content-based language in mathematically 

relevant tasks. 

 Similarly, Lewis et al. (2012) assessed the connection between teacher caring and 

students’ mathematics self-efficacy in a longitudinal study of 1,456 students. The authors 

investigated elementary ELs’ perceptions of teachers’ caring, using the Student 

Motivation Questionnaire, to address the persistence of below-average math test scores in 

California. As the primary dependent variable, the authors utilized the California 

Standards Test of Mathematics. This study determined that “caring teachers bolstered 

can-do attitudes in math [and teachers’ predispositions showed] a rich understanding of 

Hispanic students’ lived experiences” (Lewis et al., 2012, p. 2). The notion of caring 
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teachers has also been applied in multiple content areas consistently to articulate the 

teachers’ dispositions when working with at-risk populations such as immigrant youth. 

 Research on mathematics teachers, excellence, and immigrant youth has found 

that exemplary teachers develop an acute awareness of students’ individual needs and the 

challenges they face (Gutiérrez, 2002). Furthermore, exemplary mathematics teachers 

articulate their passion for teaching and express personal concern for their students’ 

situations. They capitalize on foundational knowledge and competencies arising from the 

students’ academic, social, and psychological characteristics, and do not conform to the 

rhetoric that limits students’ capacities and expectations. Gutiérrez (2002) and Jackson et 

al. (2017) maintained that instructional reform in this content area had received minimal 

attention in previous decades despite the urgent need to close the achievement gap. 

Exemplary Science Teachers. In a mixed-method study with a large-scale 

sample of over 3,000 middle school science teachers, Waldrip et al. (2009) identified and 

described exemplary science teachers. Using the Questionnaire of Teacher Interaction, 

the researchers looked specifically at students’ perceptions of exemplary teachers to gain 

a better understanding of teachers’ strategies for student engagement and academic 

attainment. Among the attributes they identified were teacher leadership, amicability, 

understanding, transparency, and diversity. In the discussion, the authors recognized that 

teaching strategies rooted in constructivist principles were regarded as better teaching by 

the students. While the teachers engaged the students with responsibilities and freedom, 

they captured their interests in the learning process.  
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Such findings correlate with Koul’s (2016) interpretive study, which employed a 

multi-method approach to assess exemplary science teachers working in public, private, 

and rural schools. To identify exemplary teachers, the study used an attitude scale and an 

academic self-efficacy scale. Forty science teachers were surveyed in the first phase of 

the research. In the second phase, five selected teachers were observed and interviewed. 

The study findings reported that exemplary teachers related to their students in trusting 

and respectful ways by giving them opportunities to (a) prepare for assessment in a 

timely manner, (b) choose from a menu of diagnostic and performative assessments, and 

(c) show what they know. The author wrote, “In an exemplary teacher’s class, [the] 

teacher provides enough resources for students to respond to the questions and create 

knowledge” (Koul, 2016, p. 14), thus, enhancing students’ sense of self-efficacy and 

autonomy.  

In summary, the findings from these studies suggest that even though educators 

may welcome students’ funds of knowledge, there is still a need for a “more detailed 

description of the classrooms where these teachers [exemplary teachers] are operating” 

(Waldrip et al., 2009, p. 128). Moreover, when teachers are self-reflective, they conduct 

thorough teaching and design multimodal assessments to allow students to show what 

they know (Koul, 2016). Implications in various studies concurred with the imperative 

need to explore and describe exemplary teachers’ pedagogical actions and student-

centered adaptations. 

This section described the multidimensional approach of exemplary teachers in 

the content areas. It illustrated student-centered approaches and highlighted teachers’ 
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perceptions, skill sets, and predispositions when teaching immigrant youth. In the next 

section, I discuss the education of immigrant youth, the important role of the teacher, and 

how they interconnect in the literature. 

Education for Immigrant Youth 

LAIY experience changes and transformations impacted by risk factors such as 

extended periods of family separation, loneliness, and confusion (McWhirter et al., 2013; 

Suárez-Orozco et al., 2002). Acculturation into the host country is often described as a 

unidirectional process (Berry et al., 2006). This construct also guides the acceptance of 

behaviors and beliefs of the dominant culture. Scholars agree that immigrant youth face 

normative developmental challenges, like their non-immigrant peers. However, they also 

face acculturative challenges in a broader sense because they navigate between at least 

two cultures (Motti-Stefanidi et al., 2018; Wiium & Dimitrova, 2019). Figure 2 shows the 

core stressors that immigrant youth face in their resettlement stage.  
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Figure 2  

Core Stressors for Newcomers 

Note. Source: U.S. Department of Education (2014). 

 

 

 

Scholars argue that LAIY’s transactional identities are shaped by how they relate 

with others in the host country (N. A. Gonzales et al., 2009). According to Beehler et al. 

(2012), school-based counseling plays a critical role to help LAIY deal with 

acculturation, extreme poverty, and socioemotional and academic attainment. 

Furthermore, teachers who are in tune with the needs of immigrant youth reach out to 

resources and professionals in the academic community to support their students. 

Consequently, Beehler et al. posited that when multicultural staff implements culturally 
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sensitive outreach and comprehensive-based services, LAIY have opportunities for 

positive resettlement experiences. 

Constantine and Gushue (2003) measured racism, beliefs, and ethnic tolerance as 

predictors of a multicultural approach. The authors examined the extent to which 

counselors and educators’ ethnic understanding and attitudes were predictive of their 

ability to conceptualize students’ mental health. Their study reported that school 

counselors and professionals working closely with immigrant youth demonstrated higher 

levels of ethnic tolerance and greater multicultural conceptualization abilities after 

participating in a comprehensive multicultural training.  

Revisiting, updating, and reformulating school-based service programs for 

immigrant-origin youth is critical. Van Ngo (2009) highlighted the importance of 

“reviewing programs and services for immigrant youth because they experience a wide 

range of physical and mental health challenges” (p. 84). Moreover, Moll and Greenberg 

(1990) and Villalba (2007) argued that educators, counselors, and professionals who 

work with LAIY have the responsibility to empower and support this population by 

encouraging them to consider their culture, funds of knowledge, and language as assets.  

Behnke et al. (2010) conducted extensive research on issues related to high-

quality teaching and counseling for Latina/o youth. By implementing an in-depth survey 

of 501 Latino students in the U.S., the authors found that at-risk students dropped out of 

school because of multiple issues, which might include cultural dissonance, language 

barriers, unclear teacher expectations, and limited teacher instructional support, added to 

policies and practices that framed students as at-risk (Fine, 1991). To address this issue, 
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Cushner and Mahon (2009) proposed interculturalism as a tool for teachers to navigate 

the educational field. The authors highlighted the importance of intercultural 

understanding as a viable ethical approach to meet students’ needs.  

In this respect, Zapata-Barrero (2017) argued that interculturalism represents the 

post-multicultural notion, and places diversity within the mainstream of the majority and 

minority social dimension. Further, the author viewed “diversity as an advantage and as a 

resource” needed “to foster communication and relationships among people from 

different backgrounds, including with national citizens” (Zapata-Barrero, 2017, p. 3). For 

these reasons, it is imperative to move beyond the notion of multiculturalism, broadening 

an awareness that aligns with intercultural dispositions. 

Personalism, Barrio-Based Framework, and Transracialization 

Due to current demographic trends, the question posed by scholars and teachers is 

not necessarily how effective instruction is, but how we can guarantee high-quality 

education for immigrant students. According to De Jesús and Antrop‐González (2006), 

exceptional teachers are successful because they (a) foster a culture of high academic 

expectations, (b) value high-quality teacher-student interpersonal relationships, and (c) 

privilege students’ funds of knowledge (p. 281). Effective student-teacher interpersonal 

relationships frame an inclusive climate that “privileges the funds of knowledge that 

students and their respective communities bring to school” (De Jesús & Antrop‐

González, 2006, p. 281). The validation of immigrant youth’s funds of knowledge 

continues to be vital for the instructional adjustment needed to address their needs.  
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Personalism. In responding to the cultures of students, families, and 

communities, some schools implement curricula focused on personalism. Personalism 

represents a Latina/o aesthetic value emphasizing a heightened degree of interpersonal 

relationships, academic expectations, and ongoing mentorship (De Jesús & Antrop‐

González, 2006; Santiago-Rivera et al., 2002). Personalism also creates an inclusive 

environment reflecting the collective cultural wealth. Scholars have noted that 

communities of color should have a primary role in creating high schools juxtaposing 

“their first-hand knowledge of students’ socio-pedagogical and political interests” 

(Antrop-González & De Jesús, 2006, p. 430) with the critical care philosophy. 

Additionally, exemplary teachers utilize multiple texts that present topics through 

alternative lenses. In this case, they carried out the Identity Component aspect of the 

curriculum. Thus, culturally diverse learners “identified themselves as being of multiple 

Latino ethnicities” (Antrop-González & De Jesús, 2006, p. 418). Recognizing the 

diversity among learners helps educators make decisions that are student-centered and 

humanistic, fostering a sense of belonging and self-efficacy. 

Barrio-Based Framework. Rolón-Dow’s (2005) study determined that race and 

ethnicity influence how immigrant youth shape their unique identities. By integrating the 

Latino/a critical race framework, the author suggested that teachers engage in self-

reflective practices for interrogating their approach. Thus, they adjust instruction so that 

educational care is equally imparted among culturally and linguistically diverse learners. 

Exemplary teachers show that their pedagogy is sustained, relevant, and differentiated.  
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For instance, Irizarry and Raible’s (2011) research studied teachers of multiracial 

exceptional Latino students. In their study, 10 exemplary educators shared experiences 

that sustained their commitment and involvement with the educational community. The 

research objectives for implementing the barrio-based framework were trifold. First, the 

study examined immersion experiences central to teachers’ preparation for working with 

Latino students. Second, the study described the importance of barrio-classroom 

interconnectedness to dismantle barriers that hindered student success. Third, it explored 

the language and other cultural assets brought on by teachers’ predispositions to learn 

about the school and community’s funds of knowledge (Irizarry & Raible, 2014). The 

significant lessons drawn from this study for teachers included the importance of a 

continuous process of deep reflection and critical self-analysis. 

Transracialization. The notion of transracialization is proposed as an alternative 

to the more traditional teacher-student socialization process. Transracialization is 

designed to address dominant identities and allow genuine appreciation for cultural 

differences among people of color (Irizarry & Raible, 2014; Raible & Irizarry, 2007). By 

engaging in sustainable self-reflection, educators plan their instructional practice in 

nonlinear ways, creating an environment that favors inclusion, care, and respect. The 

need to look into teachers of color and transracialized White teachers responds to 

immigrant students’ current educational conditions.  

Academic Issues Among Latina Youth 

Studies have identified severe disparities regarding LAIY’s academic attainment 

in secondary school settings. The body of literature illustrates the contrast between the 
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school enrollment of Latinas and their non-Latina peers. An immigration issue arises 

when LAIY lag in graduating from high school, and subsequently in enrolling in adult 

education programs (Gándara et al., 2003; McWhirter et al., 2013; Otero et al., 2007). 

Gándara et al. (2003) emphasized that immigrant youth who end up in English language 

development programs are most often segregated, and recipients of an inadequate 

curriculum. In this case, the authors argued that addressing the effects of student diversity 

involved more than offering a single intervention. In fact, multiple effective English 

models such as multimedia, newspapers, film, video, audiotapes, radio, and drama 

productions must be integrated to provide language-rich environments. 

Boundary-Shared Pathways. McWhirter et al. (2013) explored the unknown 

space of boundary-shared pathways that girls navigate by examining the educational 

success of undocumented LAIY. These researchers argued that Latina/o students 

maintain hopeful expectations for their future lives leading to positive youth development 

attainment. This study correlates with Bandura’s (1986) investigation, which emphasized 

the different ways that academic achievement affects possibilities to establish career-

related outcomes.  

Despite the issue of the so-called academic pipeline, which refers to the 

unfinished schooling trajectories of immigrant-origin youth (Cooper, 2014), scholars 

found significant risk factors affecting this population, including challenges with 

acculturation, daily stressors, crowded living conditions, lack of health insurance, 

linguistic isolation, and higher dropout rates (Abrego, 2006; James, 1997; Passel, 2005). 

Considering the history behind LAIY in the U.S., Katz’s (1999) ethnographic study 
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explored tensions from students’ and teachers’ distinct perspectives. In this study, Latina 

youth reported that teacher discrimination, racism, and stereotyping were the main 

reasons for their disengagement. By questioning the reasons behind the high dropout 

rates, Katz examined major concerns about teachers’ involvement. Katz’s study 

concluded that teacher turnover, added to tracking, English-only curriculum, and limited 

opportunities for building positive teacher-student relationships, hindered mutual trust.  

Research on cross-cultural and intercultural exchanges between educators and 

students has indicated positive outcomes of these approaches for immigrant youth. In this 

case, exemplary teachers connect with their students in various ways, nourishing positive 

teacher/student relationships. For instance, Sánchez (2007a, 2007b) pointed out the 

student-centered approach of schools that adjusted their calendar year to meet Mexican-

origin students’ cultural needs. The school calendar was modified to fit the students’ 

travel days when they celebrated cultural traditions in their home countries.  

Studies exploring teachers’ perspectives have suggested that LAIY are 

traditionally considered individuals with limited educational backgrounds. This limiting 

perception occurs when girls with minimum years of formal education and basic literacy 

skills in their first language arrive in their classrooms (Olsen & Jaramillo, 1999; 

Rumbaut, 1995). However, Olsen and Jaramillo (1999) observed that students flourished 

at schools where they learned English in meaningful ways. Thus, they responded 

positively to teachers in content areas being reciprocal through their learning.  
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Familismo. Cultural values such as familismo may influence girls to pay more 

attention to house chores than school. Vega (1990) defined familismo as an indicator that 

causes maladjustment between home expectations and academic attainment.  

By understanding factors that promote the academic progress of LAIY, educators 

can assist them in adopting a toolkit of skills involving time management, self-advocacy, 

and positive academic identities. Moreover, Sy and Romero (2008) suggest that 

establishing short-term objectives allows Latina adolescents to make priorities regarding 

their academic responsibilities. This strategy may be helpful when inherent tensions 

emerge between LAIY and teachers in predominantly disadvantaged communities.  

Social Capital. The prevalent need to study teacher IC and its impact on teacher-

student interactions demands research on education as social capital (Coleman, 1988; 

Katz, 1999; Sheets, 1995). Katz (1999) studied Latino students’ perceptions of their 

school experience at a critical time before the participants dropped out of school. The 

study examined teachers’ perspectives and presented a theoretical framework regarding 

the influence of relationships on student academic attainment. Katz explained that 

researchers need to study teacher-student relationships to unveil their interconnection 

within the social organization of schools. In this regard, social capital constitutes the 

productive teacher-student dynamic supported by high expectations and a teacher-caring 

stance.  

Challenging non-egalitarian pedagogical approaches, Sheets (1995) also focused 

on teacher-student relations, writing that “unprepared teachers see immigrant youth as 

objects to be acted upon, and as passive recipients of behavioral expectations and 
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disciplinary mandates” (p. 181). However, this one-sided discourse is challenged through 

research-based instruction and curricular programs designed to identify students’ 

linguistic and cultural wealth that makes them assets to the learning community (Freire, 

1970; South et al., 2007; Van Ngo, 2009). By conducting interviews with both students 

and teachers, Sheets found that minority students experienced victimization and 

faultiness. Studying classroom power dynamics between students and educators is 

essential to understanding internal and external cultural transactions.  

The section above described some of the factors influencing trajectories of 

immigrant youth as they find their way in the American school system. It also discussed 

insights regarding the challenges faced by Latina youth. In this respect, scholars agree 

that a more in-depth approach to effective teachers’ practices facilitates the understanding 

of what teachers do to solve these issues as they advocate for their students. In the next 

section, I focus on the roles of exemplary teachers in creating learning experiences that 

favor academic success for immigrant-origin youth.  

The Important Role of the Teacher 

Exemplary educators regulate their roles as content area experts to function as 

cultural guides, facilitators, mediators, and role models (García et al., 2010; Rader, 2018; 

Valli & Buese, 2007; Wyatt et al., 2017). In this case, their approach enriches learning 

and cultivates skills that employ cultural expertise and negotiation strategies (Wyatt et al., 

2017). Wyatt et al. (2017) studied 10 teachers in Hawaii, seeking to broaden the 

understanding of what happens when culturally diverse students navigate and negotiate 

different worlds. The study reported that when teachers’ choices regarding curriculum 
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planning and instructional techniques incorporated elements of IC, they fostered a civic 

commitment based on democratic values.  

Scholars describe the teacher’s role as multidimensional and dynamic (Valli & 

Buese, 2007). Rader (2018) argued that exemplary teachers are powerful role models and 

value students’ funds of knowledge. By integrating teaching and learning for intercultural 

understanding into the curriculum, teachers encourage students to be reciprocal as 

learners. In this case, the teacher’s role is positioned within the dimensions of character, 

performance, and positive reactions to change (Rader, 2018; Valli & Buese, 2007). 

Furthermore, Valli and Buese (2007) investigated how teachers’ roles had changed, the 

factors triggering change, and the consequences of such changes, based on data from 

teachers, principals, and school leaders. They reported that in times of high-stakes 

accountability, teachers experience augmented stress levels and a limited predisposition 

to embrace change. In contrast, when teachers are perceived as institutional leaders, they 

welcome changes as opportunities to enhance professional development, task-oriented 

practices, and self-reflection. Valli and Buese explained that the social or organizational 

positions teachers take can be challenging due to the overlapping dimensions of such 

positions. 

Studying how students respond to exemplary teachers’ roles can give scholars 

more information about the transferring of positive predispositions/dispositions toward 

learning (Rader, 2018). These synergic dynamics foster healthy relationships and high 

expectations that promote students’ civic identity development. Concurrently, the global 

and local skillsets that students develop to be academically successful depend 
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significantly on the teacher’s intercultural competencies. While “making the curriculum 

relevant and accessible in meaningful ways” (Stewart, 2007, p. 10), competent teachers 

incorporate an international dimension to the subject matter they teach; thus, they take the 

role of intercultural mediators and adopt predispositions that create an environment 

conducive to learning effectively. 

Leadership roles influence teachers’ perspectives. Foster (1993) asserted that this 

would open opportunities for students’ improved learning outcomes. In studying the 

views and perspectives of exemplary urban African American teachers, Foster (1993, 

2001) found that when teachers engaged in some form of school reform, their views of 

organizational change validated the need to recruit and maintain a diverse teacher pool. 

This study relates to Achinstein et al.’s (2014) findings, which determined that 

community-based teacher leaders influenced students’ academic progress and identity 

formation as they used community-rooted work in their pedagogy. 

Researchers have studied the role of exemplary teachers of students of color for 

the last 30 years (Achinstein et al., 2014; Foster, 1993, 2001; Shealey et al., 2005). Thus, 

there exists extensive literature on the principles behind competent teachers’ decisions 

and practices. The work of four theorists (Beauboeuf-Lafontant, 1999; Foster, 2001; 

Ladson-Billings, 1995, 2006) identified principles under which exemplary teachers take 

different roles to perform their practice: (a) community and political activism, (b) high 

expectations, (c) caring, (d) family and community engagement, and (e) instructional 

bridge building.  
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The pivotal role that exemplary teachers play affects students’ school experiences 

significantly (Sibley & Brabeck, 2017). Teachers whose philosophy embraces students’ 

cultural knowledge are humble and confident in their pedagogical approaches (Gentry et 

al., 2011). Gentry et al. (2011) conducted a mixed-methods study to illustrate teachers’ 

effectiveness. The study recruited participants who were student-identified talented 

educators. Teacher enthusiasm, feedback, and content knowledge were found to be 

relevant to effective teaching. However, teachers who focused on students’ development 

that nurtured their personal talents and positive academic attitudes were essential. Gentry 

et al. identified four descriptors of teachers’ quality: 

1. Teachers connected with their students through out-of-school shared 

activities. 

2. Teachers established classroom environments that were perceived as safe and 

inviting. 

3. Teachers challenged and supported students to attain better grades.  

4. Teachers liked their students and shared their passion for lifelong learning. 

A quantitative study by Casalaspi et al. (2018) expanded Hoskins Lloyd’s (2016) 

research by assessing educators based on their level of expertise and effectiveness. While 

Hoskins Lloyd studied teachers as the most influential factor in student achievement, 

Casalaspi et al. sought to understand how expert and ordinary knowledge aligned and 

how teacher quality related to standardized assessments. Participants included parents 

who were asked to reflect upon their students’ school experiences and rank teachers 

based on their perceptions of effectiveness. In particular, they were encouraged to 
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consider the teachers’ roles, actions, and approaches. The study reported that parents 

believed that they and their students should provide input about teacher quality. While 

producing high test scores was found to be important for parents, expert teachers were 

identified as educators who were invested in establishing positive connections with 

students. Another relevant finding focused on teachers’ enthusiasm and contagious love 

for learning, which parents found essential for the students’ academic progress.  

Casalaspi et al. reported that good teachers were identified as those who (a) related to 

students in meaningful ways, (b) were highly enthusiastic, (c) were able to maintain 

order, (d) had high cultural sensitivity or sensitivity, (e) had different racial/language 

background, and (f) were able to produce high test scores. In terms of school 

accountability, both Casalaspi et al. and Hoskins Lloyd reported that experiences in the 

classroom were vital for student achievement, contributing to the interconnectedness 

between classroom climate and student achievement. Casalaspi et al. reported that parents 

had a strong tendency to request the highest-scoring teachers for their children. In 

conclusion, immigrant-origin students and parents keep their attention on their teachers, 

seeking to establish a positive relationship that allows learners to develop 

socioemotionally and academically.  

Research has found that students’ predispositions toward school duties are closely 

related to the teacher’s role. Moreover, teachers’ cultural values and beliefs about their 

roles in regard to immigrant students’ education promote a pluralistic view of learning. In 

contrast, teacher homogeneity is a phenomenon that may hinder sound student academic 

identity development (Heinz & Keane, 2018). When teacher diversity is missing, 
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minority students are deprived of teachers who act as cultural translators, inspiring role 

models, and intercultural ambassadors (Heinz & Keane, 2018; Keane & Heinz, 2016). 

Such a deficit hinders students’ sense of representation and belonging, inhibiting 

opportunities for progress and academic attainment.  

The section above discussed the education of immigrant students and how the 

teacher’s role influences their academic experiences. The broad literature on Latina youth 

identified numerous core stressors impacting their academic performance (Patel et al., 

2016). The four main risk factors identified were trauma, acculturation, isolation, and 

resettlement. Moreover, accumulative challenges faced during transitions include 

familismo and transracialization. While cultural values such as personalism establish 

positive teacher-student relationships and inclusive learning environments, 

transracialization motivates teachers’ self-reflection, which is critical for students’ 

personal, socioemotional, and academic development. Educators who are committed to 

immigrant students’ success stress the importance of reciprocity, commitment, and high 

expectations, ensuring that high-quality relations are established during the teaching-

learning process.  

Next, I present a synthesis of the tenets of IC as the conceptual framework for the 

study. I also describe the literature about various models of IC and summarize the gaps in 

the literature. 

Conceptual Framework 

The conceptual framework that frames this study is based on the tenets of IC. To 

address the relevance of intercultural education, numerous scholars have examined IC’s 



 
 

97 

 

multiple meanings, the foundational principles that ground IC, and the models that 

integrate its constructs, thus enabling educators to meet the demands of 21st-century 

teaching.    

As research shows, teachers need to integrate IC into their practice to teach 

according to students’ linguistic and academic levels. Developing a culturally oriented 

perspective, educators articulate their teaching to address students’ cultural, linguistic, 

and academic needs. Sercu (2006) asserts that the underpinnings of IC in the educational 

field need to be further explored. This argument was also supported by Karvacka-Vögele 

(2012) in a report published by the Council of Europe, Intercultural Competence for All. 

Karvacka-Vögele proposed indicators for intercultural understanding grounded on 

democratic values (Standing Conference of European Ministers of Education, 2003). 

Indicators for success in intercultural education can be classified into personal and 

institutional categories. From this broad categorization, four subcategories are identified: 

personal values and skills, interpersonal relationship building, intercultural knowledge 

and sensitivity, and global issues awareness. Furthermore, particular attention is given to 

the modalities in which intercultural education can be applied. First, it can function as a 

source for reflection. Second, it assesses motivation and reasons for improvement. Third, 

it can be used as an evaluation tool. Last, it offers a set of guidelines to conduct 

successful intercultural programs (Karvacka-Vögele, 2012). While these guidelines offer 

a roadmap toward sound intercultural education programs, they need to respond to 

principles that are sustainable and applicable within the education field. 
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The United Nations Educational, Scientific and Cultural Organization (UNESCO, 

2006) has formulated guidelines on IC that seek to “strengthen initiatives in the 

development of materials for education and interfaith understanding” (p. 7). To indicate 

that IC in education can be used to attain this goal, the organization formulated the 

following principles: 

1. The teacher respects the learner’s cultural identity by providing culturally 

appropriate and responsive quality education for all. 

2. The teacher provides every learner with the cultural knowledge, attitudes, and 

skills necessary to achieve active and full participation in society. 

3. The teacher provides all learners with a set of cultural skills that enable them 

to respect, show understanding, and solidarity toward individuals from 

different ethnic, social, cultural, and religious groups (UNESCO, 2006).  

High school teachers who implement these principles are more likely to endorse 

diversity by creating an intercultural classroom climate. Moreover, by learning about the 

students’ funds of knowledge, teachers expand their cultural knowledge, reducing 

marginalization3 (Birman et al., 2007; Moll & Greenberg, 1990). These principles align 

with Gay’s (2006) arguments regarding how IC influences teacher-student narratives to 

strengthen effective and affective relationships. Gay explored three sets of variables to 

understand the skills youth and teachers enact when interacting with each other: first, 

 

 
3 Marginalization refers to the status of groups or persons in a position of vulnerability, which may occur 

through any form of violence, intimidation, or ill-treatment or through de facto mechanisms of exclusion 

that are diffuse and only minimally resort to coercion or force. López Leiva and Khisty (2010) argue that 

Latinas/os are educational marginalized because they hold minority status in terms of equity and 

sociopolitical power, even though they may outnumber other students’ populations (p. 27). 
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affective variables, including empathy, compassion, and warmth; second, instructional 

variables that promote learning, such as encouragement, teacher adaptations, higher-order 

thinking skills, and scaffolding strategies; and third, student affective, behavioral, and 

cognitive outcomes. Gay concluded that teacher-student relationships are embedded 

within intercultural education principles. 

IC: A Compass for Cultural Exchange  

The notion of IC has been studied broadly in qualitative and quantitative research 

over the last six decades (Beacco et al., 2009; Deardorff, 2006, 2009; Knowles, 1975; 

Meyer, 1991; Spitzberg & Changnon, 2009). Despite the wealth of research into IC, 

Deardorff (2006, 2009) asserted that a consensus regarding its meaning had not been 

reached. However, Bennett (2009) explicated that IC could be determined by its use in 

different disciplines and multiple approaches that facilitate intercultural learning. 

IC is an umbrella term. Spitzberg and Changnon (2009) defined it as an 

“appropriate and effective management of interactions between people who, to some 

degree or another, represent different or divergent affective, cognitive, and behavioral 

orientations to the world” (p. 7), while Meyer (1991) stated that IC is “the ability of a 

person to behave adequately in a flexible manner when confronted with actions, attitudes, 

and expectations of representatives of foreign cultures” (p. 138). Furthermore, Beacco et 

al. (2009) defined IC as “a combination of knowledge, skills, attitudes, and behaviors, 

which allow a speaker, to varying degrees to recognize, understand, interpret and accept 

other ways of living and thinking beyond his or her home culture” (p. 3). In multidiverse 
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contexts, IC frameworks have been implemented to further enhance instructors’ effective 

pedagogy across cultures.  

A study by Dimitrov and Haque (2019) presented a model for intercultural 

teaching competence (ITC). The ITC model, intended as a tool to guide instruction, was 

employed as a framework to guide professional development design with staff who 

engaged in intercultural teaching initiatives and to mentor other practitioners in IC. It 

presented a multidisciplinary approach involving deep reflective engagement and 

fostered the articulation of effective teaching strategies needed for productive feedback. 

ITC was defined as a framework that “enables instructors to achieve two key goals: first, 

to facilitate learning effectively in classrooms made up of a diverse community of 

learners, and second, to engage students effectively in global learning” (Dimitrov & 

Haque, 2016, p. 3). This framework is not only articulated by exemplary educators but is 

also integrated throughout teachers’ networks with varied scopes, resources, and 

objectives. 

The ITC model aligns with the principles of IC proposed by Deardorff (2009) and 

Bennett (2009). In particular, this framework focuses on 20 key instructor competencies 

and teaching techniques that include three overarching dimensions: (a) foundational 

competencies, (b) facilitation skills, and (c) curriculum design competencies. The 

teachers’ skill sets included in the foundational competencies emphasize instructors’ self-

awareness and intercultural competencies modeling for students. Such abilities correlate 

with Fruja Amthor and Roxas’s (2016) study report, which centered teachers’ self-

reflection on pedagogical practices as vital elements to promote cross-cultural 
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relationships. Facilitation skills involve a set of pre/dispositions to create conditions that 

favor students’ interactions that embrace diversity (Grieve, 2010; McDevitt, 2018; S. W. 

Thompson, 2010). Finally, the ITC model also focuses on curriculum design 

competencies that interconnect local, national, and global learning perspectives to 

guarantee student learning outcomes. This integration aligns with prior research by 

Dabach and Fones (2018) and Dabach et al. (2018), highlighting the relevance of 

engaging students in global learning opportunities. 

According to Lee (2018), educators working with immigrant youth should 

emphasize overall wellness, holism, empowerment of the student, and multicultural 

awareness. In this regard, factors such as acculturation, identity, and IC may become 

cross-cultural tools that allow immigrant youth to resettle and adjust accordingly to new 

learning contexts (Berry et al., 2006). Scholars have emphasized that “intercultural 

competence models include five main components: motivation, knowledge, skills, 

context, and outcomes” (Spitzberg & Changnon, 2009, p. 44). Furthermore, Fantini 

(2009) posited that the terminology related to IC encompasses the following terms: cross-

cultural adaptation, cultural intelligence, cross-cultural awareness, intercultural 

sensitivity, international communication, global citizenship, and global competence.  

Cushner and Mahon (2009) situated IC in the field of education, writing that “an 

attempt to address intercultural competence must consider aspects associated with the 

psychological development of young people, and the cognitive and affective readiness of 

both teachers and teacher educators” (p. 305). While IC functions as an umbrella term, 
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Knowles (1975) pointed out that its conceptualization in the educational field reflects 

teachers’ and students’ negotiations during the learning process. 

Deardorff (2006) defines IC as effective and appropriate behavior and 

communication in intercultural settings. While IC promotes the adequate exchange of 

students’ and educators’ multiple cultural perspectives, conceptualization of IC in the 

educational field presents implications for assessment, management, and instructional 

approaches. Figure 3 shows the dynamic and procedural construct of IC. Featuring a 

toolbox or set of skills, IC encompasses competencies that incorporate interrelated 

approaches based on three criteria: (a) co-orientational: the principle of shared 

communicative meanings, (b) developmental: the process of progression over time, and 

(c) adaptational: the process of mutual adjustment. 
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Figure 3  

Descriptive Model of IC 

Note. Adapted from “The Identification and Assessment of Intercultural Competence as a 

Student Outcome of Internationalization at Institutions of Higher Education in the United 

States,” by D. K. Deardorff, 2006, Journal of Studies in International Education, 10(3), 

241–266, https://doi.org/10.1177/1028315306287002, and “Facework Competence in 

Intercultural Conflict: An Updated Face-Negotiation Theory,” by S. Ting-Toomey and A. 

Kurogi, 1998, International Journal of Intercultural Relations, 22(2), 187–225, 

https://doi.org/10.1016/S0147-1767(98)00004-2. 

 

 

IC is a multidimensional framework that articulates distinct domains and 

dimensions in a procedural and ever-changing fashion. Figure 3 is a diagram formulated 
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upon the facework face model (Ting-Toomey & Kurogi, 1998) and the pyramid model of 

IC (Deardorff, 2006). Deardorff’s pyramid model used an inductive technique identifying 

five main IC components at the center of the diagram: context, motivation, skills, 

knowledge, and outcomes (Deardorff, 2006; Spitzberg & Changnon, 2009). The 

knowledge component involves “self-awareness, in-depth cultural understanding, and 

sociolinguistic awareness” (Deardorff, 2008, p. 36). The skills component refers to the 

capacity to listen, observe, evaluate, analyze, interpret, and relate, and the desired internal 

and external outcomes include three elements that promote the skill set required by the 

individual depending on the intercultural demand (Deardorff, 2008). In the next layer, 

three cross-cultural domains are presented: empathy, perspective, and adaptability. The 

third layer shows the ongoing and relational aspect of IC in which individuals’ 

interactions are calibrated by the domains and components in the inner layers. Last, the 

outer layer depicts the four interconnected dimensions of IC: knowledge, facework, 

interaction, and mindfulness (Ting-Toomey & Kurogi, 1998). Due to the IC framework’s 

iterative flow, changes in one dimension have a ripple effect on the other dimensions and 

vice versa.  

The IC procedural perspective highlights the lifelong nature of “becoming” and 

“being” instead of perceiving it as a one-off act of attainment (Blair, 2017; Ingold & 

Palsson, 2013). The IC framework is not static or definite. On the contrary, it depicts the 

evolving nature of skills and abilities developed, gained, adopted, or strengthened by 

individuals at different stages in life and throughout the course of a lifetime. Ingold and 

Palsson (2013) argued that individuals engage in ongoing becomings as members of a 
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biosocial environment: they evolve through multiple dimensions such as those in IC and 

their unique biocultural environments to redefine themselves. 

The Process Model of Intercultural Competence  

The process model of intercultural competence (PMIC) reflects the broad nature 

of the various IC components. In this respect, the PMIC shows that the parts are not fixed 

to a specific culture, promoting the developmental model toward ethnorelativism 

(Bennett, 1993; Deardorff, 2006). The model’s operational dimensions engage with each 

other and among the other competencies effortlessly. The PMIC features a learning 

progression based on the flow of individuals’ interactions, which are continuously 

regulated “by the process orientation to achieve empathy, adaptability, ethnorelativity” 

(Deardorff, 2006, p. 32). Individuals’ skills and competence in these areas develop in a 

nonlinear fashion, often responding to a given time and context.  

Scholars have discussed the procedural nature of IC, emphasizing that IC occurs 

in varying degrees over a lifetime (Deardorff, 2006, 2009; Stier, 2003). For instance, 

Deardorff (2006, 2009) illustrated that the multi-perspective framework facilitates 

understanding of how teachers and learners construct knowledge. Prior to Deardorff’s 

contribution, Stier (2003) identified the process-oriented angle of intercultural 

competence that was relevant to knowledge construction, and emphasized the importance 

of the processual nature that participants partake during intercultural communication 

events. By suggesting that ethnic diversity is closely related to the development of IC, the 

author addressed that academic, intellectual, cultural, and emotional journeys provide 

enriching experiences that nurture individuals’ IC development. Figure 4 shows the four 
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elements: attitudes, knowledge/comprehension/skills, external outcome, and internal 

outcome (Deardorff, 2008).  

 

 

Figure 4 

 

Process Model of Intercultural Competence  

Note. Adapted from “The Identification and Assessment of Intercultural Competence as a 

Student Outcome of Internationalization at Institutions of Higher Education in the United 

States,” by D. K. Deardorff, 2006, Journal of Studies in International Education, 10(3), 

156, https://doi.org/10.1177/1028315306287002.  
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To understand how the PMIC operates in the classroom, teachers should reflect 

on the continuum and overlapping shifts in this process. Each element within the PMIC 

represents a transferrable and accessible dimension within the framework. Deardorff 

(2006, 2008, 2009) illustrated that the ongoing process of IC development entails 

continual growth and improvement.  

Regarding the elements featured in Figure 4, Deardorff (2006) focused on the 

process of interactions to achieve desired outcomes. First, Deardorff suggested that this 

process begins with attitudes of openness and respect for people’s cultures. Second, she 

argued that IC development depends on how an individual’s skills, knowledge, and 

comprehension progress over time. The process shifts from the individual to the group 

spectrum, and involves learning skills that allow teachers and students (a) “to listen, 

observe and evaluate, and (b) to analyze, interpret and relate” (Deardorff, 2006, p. 33). 

This interaction, however, is enhanced by attaining both desired internal outcomes and 

desired external outcomes. Each type of result responds to certain manifested behaviors. 

For instance, if a person’s informal frame of reference reinforces desired internal 

outcomes, the person’s behavior, thinking, and actions are in tune with different cultural 

styles, achieving intercultural empathy. In contrast, a person obtains the desired external 

outcome only by focusing on their IC knowledge, skills, and attitudes.  

In conclusion, the PMIC dynamic framework is grounded in sociocultural theory 

and reflects sociolinguistic awareness, effective communication skills, and foreign 

language proficiency (Byram, 1997; Deardorff, 2006, 2009; Vygotsky, 1978). From this 
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theoretical alignment, the PMIC process offers an instrumental approach that guarantees 

high-quality intercultural relations among individuals. 

Teachers utilize IC’s essential elements to move from cultural to intercultural 

approaches offering culturally based negotiation opportunities (Bash, 2012; Coulby, 

2006, 2011; DeJaeghere & Cao, 2009). DeJaeghere and Cao (2009) asserted that 

implementing IC entails learning and developing a global-oriented mindset. This includes 

a set of dispositions and capabilities that individuals—in this case, teachers—

purposefully develop through active engagement. Intercultural education challenges 

philosophies rooted in deficit models regarding the purpose of schools and curricula, 

prioritizing only the students at the top of the social pyramid (Bash, 2012; Coulby, 2006, 

2011). Because people exist in shared global spaces, IC must be emphasized as an 

essential part of teachers’ professional development (Cushner & Brennan, 2007; Lasonen, 

2010). To promote coexistence in these shared global spaces, the United Nations 

Declaration of Human Rights formulated a set of goals that guide international education: 

(a) the promotion of peaceful transactions between nations based on human rights, (b) 

equality, and (c) multicultural development (Wick & Willis, 2020).  

Intercultural Skills, Mindset, and Readiness 

Teaching culturally and linguistically diverse learners demands intercultural 

skills, mindset, and readiness (Bennett & Bennett, 2004; Jokikokko, 2005). Educators of 

immigrant youth need intercultural skills to make “a change of ethical orientation in 

which certain morally right ways of being, thinking, and acting are emphasized” 

(Jokikokko, 2005, p. 79). Bennett and Bennett (2004) expanded this notion to an 
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intercultural mindset, which “refers to how one’s awareness operates in a cultural context 

depending on one’s ability to analyze the interaction, predict misunderstanding, and adapt 

one’s behavior” (p. 149). Spitzberg and Cupach (1984) emphasized that developing 

intercultural readiness requires communication competence. This competence is needed 

to understand multiple contexts, including situations, environments, relationships, and 

functions. Intercultural readiness is vital to understanding individuals’ psychological and 

emotional aspects (Spitzberg & Cupach, 1984). These skill sets shift and realign 

according to the context of the interaction. During this process, individuals develop IC by 

accessing three intercultural readiness dimensions: cognitive (mindset), behavioral (skill 

set), and affective (heart-set; Bennett, 1993, p. 6). IC promotes the development of skills 

that effectively influence individuals’ mindset and readiness, allowing them to interact 

with more linguistically and culturally diverse societies.  

In this study, I draw on narrative theory and IC for the conceptual framework that 

I use in analyzing ECATs working with Latina youth. The IC framework provides an 

articulated system for educators to bridge cultural, cross-cultural, and intercultural 

(C/CC/IC) theories and practice by reflecting on their individual experiences, skill sets, 

and decision-making. In developing the framework for this research, I used Deardorff’s 

(2006) list of the key elements of IC, intended to be a guide for interculturally competent 

researchers to understand how experiences and pedagogies are intertwined. The 

conceptual framework explained above enabled me to recognize the skill sets and actions 

that regulate teacher-student interactions based on intercultural processes, attitudes, 
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knowledge, comprehension, and purposeful actions, including listening, observing, trust-

building, collaborating, and face management. 

The section above described the conceptual framework of the study. First, it 

presented a synthesis of IC viewed as a compass for cultural exchange in the educational 

field. Then, it offered a synthesis of the process model of IC. Last, it featured literature 

supporting the skills, mindset, and readiness for development of IC. Next, I discuss the 

gaps in the literature and present a brief summary of the chapter. 

Gaps in the Literature 

Research on teachers’ characteristics relevant to improving education for 

immigrant-origin youth is still limited (Casale-Giannola, 2012; Dabach et al., 2018; 

Gonzalez et al., 2014; Katz, 1999; McDevitt, 2018). While scholars have studied 

effective teachers for decades, there is still a research gap concerning the peculiarities and 

challenges ECATs face when integrating the curriculum in ways that engage immigrant 

students (Rolón-Dow, 2005; Wyatt et al., 2017). Current demographic, cultural, and 

transnational changes affect immigrant-origin students in multiple ways. Thus, educators 

of LAIY confront numerous challenges when teaching this population.  

Due to the transnational identities that youth develop, exemplary teachers who are 

optimally educating Latina students have much to offer to research (Brittain, 2002; 

Levitt, 2009; Sánchez, 2014; Schiller et al., 1992). Furthermore, scholars argue that 

research is needed to develop a deeper understanding of structural inequalities mediating 

students’ trajectories throughout their academic years. In this respect, Dabach et al. 

(2018) wrote, “Little is known about how teachers understand, perceive, and explain their 
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Latino immigrant students’ future trajectories because expectancy research tends to focus 

on constructs of students’ near-term ability levels rather than future trajectories” (p. 39). 

Thus, it is necessary to explore how competent educators incorporate pedagogical models 

that validate students’ wealth of cultural knowledge (Wyatt et al., 2017). Furthermore, the 

use of technology for teaching and learning, shifts in assessment strategies, and access to 

extensive data on student achievement demand a closer exploration of how effective 

teachers conduct their practice (Stronge et al., 2011). From this research gap, new 

opportunities arise as scholars are urged to explore new ways of virtual teaching and 

learning. 

Summary of the Literature Review 

Exploring the pedagogical practices utilized by teachers of immigrant youth is 

vital in the current context. The literature in this chapter discussed a conceptual 

framework for examining how exemplary teachers enact student-centered instruction to 

promote education of LAIY. As it relates to the teacher-student relationship, significant 

literature contextualizes teachers’ perceptions and skills. However, more in-depth 

research is needed to understand the intricate and often hidden teacher-student 

interactions and dynamics between exemplary teachers and immigrant youth. 

Globalization, transnationalization, and highly diverse contexts pose challenges for 

educators of this population (Sánchez & Machado-Casas, 2009). This study seeks to 

address this gap while also contributing to the discipline by exploring ECATs working 

with immigrant youth through the lens of IC. 
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Chapter 3: Method 

In this chapter, I describe the process of the current study. I first provide the 

rationale and the research questions. Then, I present an overview of case study design. 

Last, I describe the data collection and analysis procedures of the study.  

This descriptive study seeks to address gaps in the literature related to exemplary 

content area teachers (ECATs) working with Latina immigrant youth (LAIY). 

Specifically, it examines exemplary educators’ philosophies, decision-making, 

perceptions, and reflections regarding their instruction. Questionnaires, interviews, 

observations, field notes, and documentation were employed to gain insights into 

participants’ unique realities.  

Study Methodology and Rationale 

This study utilized a collective case study method to examine ECATs in their 

natural settings (Yin, 2012). The data collection and analysis structure were used to 

address the research questions (Yin, 2013). According to Stake (1995), case study 

researchers take the identity of a biographer “recognizing that life occurs against 

changing times, that is beset with problems, that it has patterns and phases, that it has 

uniqueness” (p. 97). In the current study, each teacher participant was a unit of analysis 

around whom I developed a comprehensive understanding. 

This design was chosen due to the descriptive and interpretive nature of this 

investigation and my goals for the study; it allowed me to examine exemplary teachers’ 

feelings, skill sets, perspectives, and philosophies through interviews, questionnaires, and 
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observations (Creswell, 1998). Furthermore, questions exploring ECATs’ intercultural 

competence (IC) illuminated the process around issues of diversity, inclusion, and equity 

(Pedersen, 2017). To explore teachers’ perspectives and experiences using multiple 

sources of information, a collective case study was the most appropriate methodology for 

the following reasons: 

1. The purpose of this study was to answer how and what questions. By posing 

the research questions as the center of this study, I investigated the teacher-

student interactions that are socially constructed by individuals sharing a 

cultural environment (Merriam, 2002). 

2. I could not control teachers’ behaviors; thus, I maintained an open stance, 

exercising adaptiveness and flexibility, and welcomed unexpected situations, 

“seeing them as opportunities, not threats” (Yin, 2009, p. 69).  

3. The contextual conditions where the phenomena took place were relevant to 

the occurrences between ECATs and Latina students, denoting the unique 

scope in which teachers were “set in their real-world contexts” (Bromley, 

1986, p. 1).  

A collective case study aligned with my goal to search for meaning and 

understanding of teachers’ philosophies, decision-making, skill sets, and perspectives. 

Through an in-depth description of behaviors, beliefs, and attitudes, this study explored 

the real-life context of the school setting (Merriam & Tisdell, 2016). Within the realm of 

qualitative research, the exploratory nature of case study can offer initial insights into the 

phenomena reflecting teacher-student interactions. Gerring (2007) explained that case 
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studies are particularly appropriate when investigators seek to study participants’ reasons, 

intentions, decisional behaviors, and information-processing procedures. 

Glaser and Strauss (1967) proposed that case studies allow investigators “to 

observe general relations [that they] often discover in vivo” (p. 40). By capturing the 

reality behind interactions, researchers can determine how cultural, cross-cultural, and 

intercultural (C/CC/IC) negotiations develop in the educational context. Scholars Corbin 

and Strauss (2008) further explained that researchers are invested in conducting research 

that makes a difference in the world, and that studying participants’ perceptions 

correlates with the researcher’s dispositions. Unlike hypothesis testing, collective case 

studies focus on factors such as time, activities, interactions, and context that provide 

opportunities to display participants’ voices and experiences and influence the study 

under investigation (Maxwell, 2013; Stake, 2005). 

 According to Yin (2013), a high-quality case study is a “continuous interaction 

between theoretical issues being studied and the data being collected” (p. 58). In addition 

to Yin’s conceptualization, Stake (1995) postulated that qualitative case studies aim to 

explore a phenomenon in its prime condition, by articulating appropriate methods that 

seek to reveal a phenomenon in place and time. Relatedly, Henn et al. (2009) pointed out 

that case study casts investigation units that position the inquiry within the constructivist 

paradigm. Scholars have described three types of case studies: intrinsic, instrumental, and 

collective (Baxter & Jack, 2008; Stake, 1995). Such an inclination correlates with Yin’s 

(2003) approach, which characterized case studies as follows:  

1. the aim of the study seeks to answer how and what questions; 
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2. the investigators cannot manipulate participants’ behaviors; 

3. the goal is to unveil the phenomenon occurring in a specific context; 

4. the researcher seeks to clarify the relationship between the phenomenon and 

the context. 

The conceptual frameworks in case studies feature elements of propositions and 

issues intrinsically related to “political, social, historical, and personal contexts” (Baxter 

& Jack, 2008; Stake, 1995). Additionally, to maintain the inductive nature of case study, 

researchers record their thoughts, decision-making, and actions at the onset of the 

investigation process. 

Purpose and Research Questions 

This qualitative collective case study was implemented through a constructivist 

lens focusing on the development and application of IC, including skills, behaviors, and 

attitudes based on shared knowledge construction. To achieve this purpose, I formulated 

the following research questions: 

1. What C/CC/IC practices do ECATs implement in their teaching while 

working with Latina youth? 

2. How do ECATs strive to meet high-school-age Latina youth’s personal, 

socioemotional, and academic needs?  

3. What experiences (personal, professional, cultural) inform and influence 

teachers’ pedagogical decisions when working with Latina youth?  

4. How do ECATs adapt to the stress and change to a virtual learning 

environment? 
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Researcher Positionality 

The purpose of this section is to explore my researcher positionality. My 

ontological commitment aligns with the constructivist/interpretivist paradigm. This 

paradigm assumes that socially constructed realities mold the perceptions of participants. 

My epistemological commitment favors the relational and constructivist philosophies, 

and it is reflected in the research I conducted. Such commitments ground my practice 

within the qualitative case study and contextualize the inquiries I conducted under the 

parameters of collaborative purposeful transformation (Dewey, 1997; Piaget, 1964; 

Vygotsky, 1978, 1981). By adopting a constructive perspective, I framed my 

epistemological viewpoint with methodologies that sought to understand and describe 

human nature. This constructive epistemological stance supports the co-construction of 

knowledge, which proposes that a constructivist inquirer is “actively engaged in 

facilitating the multivoice reconstruction of his or her construction as well as those of all 

other participants” (Guba & Lincoln, 1994, p. 115). Sustained change in these times 

presents an opportunity to learn from ourselves and each other and acknowledge multiple 

forms of knowledge. 

According to Schwandt (2001), a paradigm depicts the body of beliefs and values 

that emerge from a shared worldview. This worldview guides the ways people address 

and solve problems. Lincoln and Guba (2000) state that the researcher’s positionality 

should be in tune with “the process of reflecting critically on the self as the researcher 

[which is referred to as] the human instrument” (p. 183). In this study, I situated myself 

within the qualitative educational research field because it resonated with my notion of 
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knowledge creation. In this regard, Hatch (2002) argued that in tracking down teachers’ 

philosophies to analyze their pedagogies, investigators identify philosophy-reality 

conflicts that need to be addressed explicitly in the data analysis. Throughout the research 

process, I explained my preconceived biases, assumptions, and dispositions in ways that 

reflected the participants’ authentic perspectives and validated their voices (Merriam, 

2009). This reflection was intended to maintain objectivity and transparency. 

As a full-time teacher in the high school where I conducted this study, I knew that 

I possibly had a position of influence with the participants. It was also critical to examine 

my own opinions, assumptions, and experiences to limit researcher bias. Gerstl-Pepin and 

Patrizion (2009) wrote that researchers need to be cautious regarding our biases, which 

they called “heuristic scaffolding” (p. 301). In particular, this approach was helpful when 

I was handling data, urging me to take an active role in engaging with reflexivity in 

meaningful ways. Additionally, I engaged in metacognitive reflections, opening spaces 

for mutual researcher-participant growth. In my role as a teacher and researcher, I was 

aware that my perspectives emerged from my personal experiences over accumulated 

years of co-teaching in elementary schools. In my own school years, I had been a student 

with limited resources due to my economically disadvantaged condition. However, 

thanks to committed and creative teachers who advocated for me, I was able to thrive as a 

student. Eventually, I was inspired by these exemplary teachers in my academic journey 

to become an educator.  

Much of my knowledge about exemplary teachers before this study was related to 

my professional teaching practice. My motivation for the study was to learn how 
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exemplary educators orchestrate their repertoire of effective pedagogies to reach 

professional excellence. In particular, I wanted to learn how my participants best taught 

LAIY in the high school grades. I had to unlearn my preconceived notions in order to 

learn about the ECAT participants’ unique narratives and experiences. 

Qualitative research depicts the exploration of an individual’s subjective 

experience (Merriam & Tisdell, 2016). Qualitative scholars launch their investigations 

knowing that their positions, biases, and worldviews influence and guide their research 

enterprise (Charmaz, 2003, 2006, 2008). Due to specific rules and possibilities, 

qualitative researchers must be cognizant of the choices, decisions, and responsibilities 

they confront. Specifying where my stance lay regarding ontological and epistemological 

views was indispensable during this process. My stance is congruent with Crotty’s (1998) 

argument: “To talk about the construction of meaning (epistemology) is to talk of the 

construction of a meaningful reality (ontology)” (p. 10). Crotty urged scholars to relate to 

research issues by articulating their stances in legitimate ways. The transparency I sought 

to achieve encouraged me to maintain ongoing self-reflection regarding the decisions I 

made. 

Collective Case Study 

 The field of qualitative research situates case study among the five approaches to 

qualitative inquiry (Creswell, 2003). Case study affords opportunities for studying 

individuals and understanding exemplary cases of a phenomenon in a bounded context 

(Baxter & Jack, 2008; Miles & Huberman, 1994; Miles et al., 2014). Yin (2003) 

categorized case studies by purpose as either explanatory, exploratory, or descriptive. He 
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also proposed two specific types of case studies: single case and multiple case. Stake 

(1995), on the other hand, took a more interpretive stance, differentiating case studies as 

intrinsic, instrumental, or collective. These authors cautioned researchers about the 

importance of determining what case study type aligns with the research question. Most 

importantly, Creswell (2003) and Yin (2003) suggested the imperative need to frame the 

topic of study. Miles and Huberman (1994) and Stake (1995) argued that investigators 

conducting case studies must comply with the following boundaries:  

• Time and place  

• Time and activity 

• Definition and context 

Merriam (1988) further corroborated the boundaries presented above, asserting 

that scholars contextualize the study of phenomena in the education field “according to a 

program, an event, a person, a process, an institution, or a social group” (p. 13). To sum it 

up, the researcher who aims to conduct high-quality case studies is reflective, patient, and 

open to seeing and understanding others’ views. Additionally, Stake (1995) argued that 

case study researchers take the role of biographers, writing, “The biographer recognizes 

that life occurs against changing times, that it is beset with problems, that it has patterns 

and phases, that it has uniqueness, yet holds much in common with the lives around it” 

(p. 97). The richness achieved by high-quality case studies demands discipline and a 

systematic approach to the inquiry process.  

Furthermore, Stake (2005) stated that collective case studies investigate whether 

there are similarities or differences among the cases to gain a better understanding of 
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particular contexts. In parallel, Creswell (2013) noted that investigators select collective 

case studies when they seek to “empower individuals to share their stories” (p. 48). 

Regarding the benefits of case study design, Baxter and Jack (2008) maintained that 

collective case studies allow investigators “to analyze within each setting and across 

settings” (p. 550). Thus, researchers delve within multiple events simultaneously as 

interactants share their perspectives, yielding more reliability. In this regard, Guba and 

Lincoln (1989) observed that findings in a case study incorporate the language, views, 

and experiences of informants in depth. Finally, when investigators aim to illustrate 

issues among cases, they immerse themselves in the participants’ natural settings to 

interpret the phenomenon under study (Creswell, 2013; Denzin & Lincoln, 2011). As a 

result, they achieve a deeper understanding of the multilayered meaning behind 

participants’ interactions. 

This study describes exemplary teachers’ instructional approaches using the lens 

of IC in a high school setting. By exploring teachers and the role they take, researchers 

can understand how they strive to support students’ academic achievement. As the 

investigator, I designed the research questions not only to examine preselected teachers—

such as only English for Speakers of Other Languages (ESOL) teachers or only teachers 

of thriving students in pull-out instructional models—but also to include exemplary 

teachers in multiple disciplinary content areas, such as science, biology, history, and 

mathematics. In addition, I recruited exemplary teachers in the career and technical 

education (CTE) program. Among the educators in the CTE field at the research site, 
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there were teachers of cosmetology, business, automotive, construction, and commercial 

photography.  

My primary responsibilities as the investigator included (a) building rapport with 

educators of LAIY, (b) conducting semi-structured individual interviews and in-depth 

observations, (c) writing field notes, and (d) gathering substantial data about 

teacher/student interactions. Thus, I recorded the communicative exchange that reflected 

principles of IC.   

Criticisms of Case Study Approaches 

Scholars have criticized case studies based on several factors. Eisenhardt and 

Graebner (2007) asserted that case study does not involve sampling since the researcher 

is unable to understand other cases. They encouraged researchers to use precise and rich 

language containing authentic representations of evidence to make the findings easily 

accessible and reliable. Because case study emphasizes interpretation and the researcher’s 

experience influences such interpretation, Stake (2013) suggested that case studies may 

produce weak generalizations or may not produce generalizations at all. In addition, 

Flyvbjerg (2006) highlighted five predominant misunderstandings about case study 

inquiry, including its theory, reliability, and validity. However, qualitative researchers 

who conduct case studies have argued that generalizations may be inevitable because 

investigators break conventional barriers when they embrace the doing of case study 

inquiry.  

Another criticism proceeds from Ellram (1996), who reported issues with lack of 

rigor in case studies. Investigators address this by engaging with the research process in a 
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structured fashion, investing a significant amount of time to document the step-by-step 

process. They engage with the field by maintaining mental, cognitive, and physical 

proximity to the reality under study. Moreover, they ensure methodological rigor by 

integrating the implementation of case selection, data collection, validity, and reliability 

as quality criteria indicators.  

Single case studies differ from collective case studies in the quantity of data 

produced. Collective case studies often produce a significant amount of data in the form 

of documents, transcripts, and field notes, which calls for researchers’ organizational 

skills. Gustafson (2017) observed the need to handle the messy interaction with data in 

creative, systematic, and organized ways. To manage data more systematically, 

researchers can pay close attention to how data, as a large group of units, are collected, 

organized, and accessed.  

The sections above presented the researcher’s positionality, literature regarding 

collective case study design, and criticisms of case study approaches. The next section 

describes the study site and participants. In this study, all proper names are pseudonyms 

used to protect the privacy of the research participants and the location where the 

research was conducted.  

Site and Participant Selection 

Setting 

The study was conducted at a suburban high school in the Mid-Atlantic region of 

the U.S., serving high numbers of Hispanic-origin immigrant youth. The site selection 

was based on Marshall and Rossman’s (1999) argument that a realistic study site includes 
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accessibility, key participants, dynamic interactions, trust-building opportunities, ethical 

study protocols, and credibility. The site under study was accessible due to my 14-year 

employment in the school district: I taught ESOL at two different elementary schools in 

the past, and at the time of the study, was a teacher at the high school in the district. The 

research site was also selected for its rich diversity, as it employs and serves many 

immigrant-origin individuals. Because of my teaching position in the school district, I 

was able to establish trusting professional relationships with school leaders across three 

of the nine campuses. To comply with ethical protocols, I requested the district’s 

permission and followed its procedures before conducting the research. Next, I describe 

the city, district, and school where the study was conducted, using pseudonyms to protect 

the district and school’s identity. 

The City of Regent. The City of Regent is situated in the mid-Atlantic region of 

the U.S., close to one of the nation’s most dynamic and diverse cities. The City of Regent 

has continued in its path of changing demographics. The latest July 2019 census reported 

that 41,085 residents lived in this city, an increase of 8.7% from the April 2019 census. 

According to the 2019 census, the population was 39.5% White of Not Hispanic/Latino-

origin, 38.1% Hispanic/Latino-origin, 15.4% Black/African American, 6.3% Asian, and 

3.6% Two or More Races. From 2014 to 2018, 26% of citizens reported being foreign-

born. A significant primary shift in population has been the growth of the 

Hispanic/Latinx population. In 2000, it was 5,316; in 2010, it was 11,876; and at the time 

of the study in Fall 2020, there were 14,863 Hispanic/Latino-origin people living in the 

city.  
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In the City of Regent, 28.9% of the population aged 25 or older had an education 

level below Grade 9. On the other hand, the highest level of education for 82% of 

individuals was high school graduation, while 28% held bachelor’s degrees or higher 

graduate/professional degrees. The average household size in the city was 3.25 people. 

Among the population, 39.6% spoke a language other than English, and 31.1% spoke 

Spanish. Additionally, 74.6% of the population 16 years old and older was employed in 

the civilian labor force, and the median income of households was $78,462 (source: city 

website).  

Regent City Public Schools. Regent City Public Schools, a fully accredited 

school district, comprised nine campuses serving students in Grades PreK-12. Full 

accreditation entails that school districts and states make progress in science, history, 

writing, attendance, and graduation. The district had five elementary schools (Grades 

PreK-4), two intermediate schools (Grades 5-6), one middle school (Grades 7-8), and one 

high school (Grades 9-12). In the 2019-2020 school year, the total enrollment was 

reported as 7,778. Of the total population, 65.4% were Hispanic, 15.4% were White, 

10.5% were Black, 3.5% were Asian, and 5.2% were reported as American Indian and 

multiple races (sources: school website). Additionally, 29.9% were English learners 

(ELs), while 45.7% were reported as economically disadvantaged. The district vision 

statement read, “Each student becomes a positive, contributing member of society by 

maximizing his or her potential” (source: school website).  

Altaviana High School. Altaviana High School (AHS) is located in the City of 

Regent. As of August 3, 2020, it served 2,286 students in Grades 9-12. Approximately 
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65% of AHS students were Hispanic, while 15% were White, 10.5% Black, 3.5% Asian, 

and 4.7% multiple races. The total minority enrollment was 82%, higher than the state’s 

average of 72%. Of the total student body, 45.7% of the students were found to be 

economically disadvantaged learners, where 40% were eligible for the free lunch 

program, and 5.7% received reduced-price lunch service. Regarding ELs, 29.9% of the 

total AHS population received ESOL services, and 14.2% were students with disabilities. 

The dropout rate fell to 15%, one of the lowest levels in recent years. This percentage of 

the student population was not likely to return to school or pursue a technical program. 

The previous year, the graduation rate was 94%: 460 out of 488 seniors graduated. 

Teacher retention rate was one of the highest in recent years at 97%. It is important to 

note that due to the COVID-19 pandemic, all state mandated/standardized assessments or 

Standards of Learning were canceled in the Spring of 2020. 

Before the data collection, I accessed and spent a significant amount of time in the 

natural field, the classrooms or teaching areas where participants interacted with the 

students. This on-site immersion allowed me to capture the teachers’ working context 

(Merriam & Tisdell, 2016). While on-site, I foresaw that teachers and students would be 

communicating virtually, as the school board had approved distance learning for the 

beginning of the school year. This virtual teaching modality was evaluated every four 

weeks, and implementations occurred as school leaders found them appropriate to the 

given situation.  
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Participants 

In this qualitative study, I recruited participants by using purposeful sampling 

(Patton, 2002). This technique calls for the selection and inclusion of individuals who are 

exceptionally knowledgeable about the phenomenon of interest (Creswell & Plano Clark, 

2011; Patton, 2002). As Patton (2002) wrote, “the logic and power of purposeful 

sampling lie in selecting information-rich cases for study in-depth” (p. 230). Specifically, 

recruitment for this study used the criterion sampling method, which “involves selecting 

cases that meet some predetermined criterion of importance” (Patton, 2002, p. 238). 

School leaders were asked to nominate exemplary teachers as participants based on the 

following quality indicators:  

1. The participant was a licensed high school teacher in the state. This criterion 

included content area teachers as well as educators in the CTE program. 

Specifically, it included teachers of humanities (English and U.S./world 

history), fine and performing arts (dance, music, and theater), and STEM 

(science, technology, engineering, and math).   

2. The participant taught a student population that was at least 30% LAIY in the 

2020-2021 academic school year.  

3. The participant’s instruction implemented multiple teaching modalities and 

resources.  

4. The participant’s instructional approach and interpersonal relationships 

reflected substantial personal and professional investment. 
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5. The participant’s pedagogy influenced student progress beyond the school 

setting. 

6. The participant made a positive difference in students’ learning experiences 

and outcomes.  

7. The participant took a personal interest in knowing their students. 

8. The participant set high expectations and communicated them clearly to 

students. 

9. The participant made content relevant and learning meaningful. 

10. The participant shared their passion for learning with the students. 

11. The participant was an expert in their field, thorough in their instruction, and 

flexible in their approach to assessment. 

I contacted the high school principal, assistant principals, deans, and counselors at 

the early stage of the first semester of the 2020-2021 academic year via email. The school 

leaders received a detailed description of the participant quality criteria in the School 

Leaders’ Recruitment Email (see Appendix C).   

School leaders were asked to nominate educators who were licensed high school 

teachers in the state. This criterion included content area teachers in the humanities, fine 

and performing arts, and STEM as well as educators in the CTE program. On the other 

hand, it excluded teacher assistants, substitute teachers, and volunteers with a teaching 

background. The participants taught a student population that was at least 30% LAIY in 

the 2020-2021 academic year. The participants were regarded as exemplary teachers 

whose instruction implemented multiple teaching modalities and resources, including 
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instructional accommodations for ELs such as reading aloud for testing, clarification of 

directions, preferential seating, and extended time to complete assignments and 

assessments. Their instructional approaches and interpersonal relationships reflected 

strong personal and professional investments in their work (Glossary of Education 

Reform, 2013; Riehl & Sipple, 1996). Additionally, it was assumed that exemplary 

teachers were nominated by school leaders because they had previously documented that 

their pedagogy influenced student progress beyond the school setting (Flanagan et al., 

2007).  

Regarding immigrant youth education, school leaders had evidence that 

exemplary teachers implemented practices that made a positive difference in Latina 

students’ learning experiences and outcomes. Moreover, participants were selected 

because they were considered experts in their field, that is, they held a master’s or 

doctoral degree in addition to a bachelor’s degree. The selection criteria followed study 

results by Gentry et al. (2011), which specified that exemplary teachers are thorough in 

their instruction, flexible in their assessments, and passionate about learning. School 

leaders were encouraged to nominate teachers from different disciplines to maximize 

diversity of perspectives and experiences.  

Because I worked as a world languages teacher at the research site, I discouraged 

school leaders from nominating teachers in this department to avoid researcher bias. 

Specifically, I asked school leaders to appoint potential participants with whom I was not 

familiar or whom I had not met yet. The nominated exemplary teachers’ classrooms were 

distant from mine, since they were in the original school building, while the world 
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languages teachers’ classrooms were in an adjacent building of the high school. Table 2 

shows the study participant profile I gathered using the demographics questions in the 

teacher questionnaire. 

 

Table 2 

Participant Demographics 

Name 

(Pseudo) 

Age Gender Race/ 

ethnicity 

Years 

teaching 

Degree Subject matter Intercultural 

experience 

Daisy 49 F Asian-

Pacific 

Islander 

18 BA/MEd 

Education 

Career technical 

education in 

cosmetology 

 

Multilingual 

Multicultural 

background 

Emma 42 F White 6 BS/VA 

Career 

Switcher 

Program 

 

ESOL2/English 9 Taught immigrant 

youth/worked as 

a reporter 

 

Lynn 28 F White 7 BS/MEd 

Education 

Honors geometry/ 

AP statistics 

Tutored first-

generation 

graduate in 

summer camp 

 

Rose 35 F White 6 BS/MEd 

Education 

Commercial 

photography 

Traveler teacher 

Native American 

Irish studies 

Note. BA = Bachelor of Arts; BS = Bachelor of Science; ESOL = English for speakers of 

other languages; ECAT = exemplary content area teacher; MEd = Master’s in 

Education. 

 

To optimize the interactivity between exemplary educators’ experiences, Stake 

(2006) suggested recruiting four or five participants. However, researchers do not need to 

be bound to the suggested range. On the contrary, when conducting collective case 

studies, the ultimate goal is to identify cases describing phenomena that are “relevant to 

good opportunities to learn about complexities and contexts” (Stake, 2006, p. 23). 

Additionally, this study followed the criteria of balance and variety, which ensure that 
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participants’ experiences enhance the findings in the research process (Stake, 2006). 

During the selection process, the criteria of balance and variety were used to select 

educators whose backgrounds, ethnicities, experiences, and content areas differed. I 

recruited teachers at the high school where I worked only after obtaining the required 

Institutional Review Board and school district approval for the research.  

As the researcher, I was mindful that my position as a staff member in the high 

school could be problematic in terms of bias due to my familiarity with the teaching-

learning environment. Since I had worked at this campus for the last 4 years, the 

participants could perceive me as a familiar co-worker and as someone actively involved 

with the school community. To address this issue, I reflected on Glesne’s (2011) 

observation, “When you add on the researcher role, both you and those around you, may 

experience confusion at times over which role you are, and should be playing” (p. 41). 

Because eliminating researcher influence is unlikely in qualitative research, reflexivity 

was used to reduce researcher reactivity.  

Researcher reflexivity strengthens our positionality and credibility. When 

confusion emerges, researchers address this situation by understanding their influence 

through reflexivity (Berger, 2015; Patton, 2002). Moreover, reflexivity is essential to 

limit reactivity. Maxwell (2005) defined reactivity as any kind of “researcher’s influence 

on the setting or individuals studied” (p. 108). Thus, I limited any confusion about my 

role at the onset of the data collection process by defining my position as a 

researcher/observer. My goal was to prevent any influence or disruption my presence 

could cause to the teacher-student interactions and classroom environment. In this regard, 
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Reinking and Bradley (2008) asserted that researchers must avoid any influence on the 

ecology of the classroom setting by establishing rapport with participants and making 

them familiar with their presence in the field of study.  

Data Collection 

 The data in this qualitative collective case study came from a variety of sources. I 

examined ECATs’ perceptions regarding (a) working with LAIY, (b) instructional 

decision-making and pedagogical adaptations, and (c) self-reported level of IC. Because 

the objective of a collective case study is to investigate a case in depth that occurs in a 

bounded system, I collected “multiple forms of data … to fully investigate the case” 

(Jones et al., 2014, p. 97). The data collection process followed a recursive and dynamic 

approach (Merriam & Tisdell, 2016). Data sources included semi-structured individual 

interviews, questionnaires, observations, field notes, and documentation (Creswell, 

2008). I maintained an inventory of the data collected as recommended by Merriam and 

Tisdell (2016) and kept them organized and accessible for further review. 

Additionally, I kept both hard copy and electronic versions of the data. I recorded 

each interview using two digital voice recorders. I had a backup if data were lost or in 

case one of the devices did not work at the time of the interview. Immediately after the 

interview, I saved the conversation on my laptop. Each voice recorder had an external 

memory card slot to guarantee adequate storage of the research interviews. Finally, I 

organized the data methodically while simultaneously proceeding with the data analysis. 
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Semi-Structured Interviews 

Interviews were an essential part of the data collection for this study. In 

biographical case studies, the investigator “conducts extensive interviews with one 

person to collect a first-person narrative” (Bogdan & Biklen, 2011, p. 63). This allows the 

participants’ voices to be heard in profound ways, and fit the purpose of this study by 

depicting transactions they used to make sense of their personal perspectives. Scholars 

have identified two primary guidelines regarding interviewing. First, researchers must 

follow the line of inquiry as proposed by the interview protocol. Second, researchers 

must ask the questions in an unbiased way, since they seek to obtain “facts as well as 

opinions about events” (Yin, 2009, p. 107).  

In this study, the interviews were both descriptive and focused. According to 

Kvale and Brinkmann (2009), descriptive interviews allow researchers to collect insights 

into participants’ perspectives on a phenomenon. The focused nature of the interviews 

was useful to facilitate the participants’ self-reflection regarding how their teaching 

incorporated intercultural elements. Furthermore, Yin (2009) explained that informants 

differ from respondents in that they expand the topic under study by opening “access to 

corroboratory sources of evidence” (p. 107). In this case, I considered the study’s 

participants to be knowledgeable informants on their pedagogical practices. Thus, the 

semi-structured interview questions were open-ended, providing enough flexibility for 

participants to elaborate on their biographical narratives and life events; the post-

observation interviews also allowed for self-reflection on their teaching. Because life 

experiences are context-dependent, biographical narratives shape the way researchers 
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interpret the participants’ stories as compelling forms of knowledge (Smeyers & 

Verhesschen, 2001). Scholars have discussed that this process can also be reflected in the 

teacher questionnaire (Campbell, 2009; Yin, 1999, 2000, 2009). In this case, the semi-

structured interview featured open-ended questions where participants contributed 

information regarding their pedagogy by confirming recorded factual details. 

I conducted the semi-structured interviews with each participant separately 

(Merriam, 2009). Due to the COVID-19 pandemic context, interviews were virtual via 

Zoom video meetings, which was the communication platform accessible to both the 

participants and the interviewer. The participants decided on the location and time of the 

meeting, and each interview took from 60 to 90 minutes. As the interviewer, I followed 

Seidman’s (2013) argument that “interviewing requires interviewers to have enough 

distance [from participants] to enable them to ask real questions, and to explore, not to 

share, assumptions” (p. 102). Moreover, Patton (2002) further argued that the goal of the 

interview is to obtain participants’ substantial responses reflecting their unique 

“experiences, opinions, feelings, and knowledge” (p. 4). By doing so, the investigator 

aligns their contributions with the research questions.  

For the interviews, I categorized the questions according to (a) teacher 

background, which helped me gain insights into the participants; (b) teaching history, 

which provided information about the participants’ professional trajectories; (c) 

perspective of teacher/student interactions, which informed me about their dispositions 

toward creating meaningful relationships; and (d) opportunities, potentials, and 

commitments to teaching Latina students, which helped me understand teachers’ 
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awareness regarding their pedagogical goals. The interview protocol included 12 items 

and 26 probe questions (see Appendix G). Each item included two or more probe 

questions designed to gather more detailed information when needed. Among the 

questions featured in the individual interviews were: 

• Tell me about your teaching history.  

o How did you become a teacher? 

o Who inspired you to be a teacher? 

• Think back to the moment when you chose teaching as a profession.  

o What happened then? 

o What did you realize/do as a result of this event/decision? 

• Tell me about decisions regarding your daily teaching practice. 

o How important is your teaching practice to you? 

o What decisions matter in your teaching? 

IC Survey/Questionnaire 

The conceptualization of IC has its roots in Deardorff’s (2006) definition. IC is 

effective and appropriate behavior and communication in intercultural settings where 

participants bring multiple cultural perspectives to the communication and interaction 

process (Deardorff, 2006). To obtain further qualitative data for the study, I developed an 

online questionnaire with an expert in the field of IC, which included questions regarding 

the IC processes or skill sets and the interpersonal processes or action sets specified 

earlier in the conceptual framework. 
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This teacher questionnaire comprised 26 items, including 15 open-ended 

questions (see Appendix F). The teacher questionnaire was directed at ECATs in 

secondary schools. Their recruitment followed the specific set of criteria included in the 

school leaders’ recruitment letter (see Appendix C). The objective of the teacher 

questionnaire was to examine exemplary teachers’ attitudes toward their self-reported IC 

levels. Teachers were invited to participate via email and to submit the questionnaire as 

soon as they completed it. The survey included questions about IC skill sets, focusing on 

teachers’ attitudes, knowledge, and comprehension of students’ cultures, and 

demographic information. 

The first question, “In general, how important do you think attitudes such as 

respect, openness, curiosity, and discovery influence your teaching?,” presented five 

answer choices: Extremely important, Very important, Moderately important, Slightly 

important, Not at all important. The second question, “How do you consciously plan 

using the attributes of respect, openness, curiosity, and discovery in your teaching?,” was 

an open question to elicit participant personal response. The eight questions in Section 1 

were designed to address teachers’ attitudes regarding their pedagogy. They provided 

information to address Research Question 2, “How do ECATs strive to meet the needs of 

high-school-age Latina youth?,” by recording the attitudes behind the teachers’ 

approaches. 

The second section of the survey focused on teachers’ knowledge of students. 

This section included four open-ended questions and three multiple-choice questions. By 

asking, “In your opinion, what type of experiences (personal, social, professional) inform 
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your teaching approach?” and “In what ways, your experiences (personal, social, 

professional), as a whole, influence your pedagogical decision?,” I addressed Research 

Question 3, “What experiences (personal, professional, cultural) inform and influence 

teachers’ pedagogical decisions when working with Latina youth?” Another item 

addressing this research question, “How much knowledge do you have regarding your 

students’ personal, socioemotional, and academic needs?,” was open-ended, allowing 

ECATs to give more detailed information regarding the overall experiences affecting 

their decision-making processes. 

Research Question 1, “What C/CC/IC practices do exemplary educators 

implement in their teaching while working with Latina youth?,” was addressed by asking 

teachers to identify instances when they regulated their choices according to the students’ 

needs and validated the cultural elements present in the interaction. Two more items, 

“Overall, how important do you think it is for your teaching practice to understand your 

students’ culture?” and “Explain the importance of understanding your students’ culture,” 

sought to elicit the teachers’ pre/dispositions regarding the cultural perspective of 

working with Latina youth.  

Finally, Research Question 4, “How do ECATs adapt to the stress and change to a 

virtual learning environment?,” was addressed by the Distance Teaching/Online Teaching 

set of prompts, which asked ECATs about their newly adopted roles as they implemented 

pedagogical changes to effectively teach Latina students. 

Demographic data were collected through the questionnaire. Informants were 

asked about age, gender, ethnicity, content area, and cultural experiences with other 
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people in the U.S. and abroad. The university web-based survey tool Qualtrics was used 

to analyze the questionnaire results. For triangulation purposes, participants were 

assigned pseudonyms that they used when filling out the online questionnaire. After the 

information was downloaded, all identifiable information was deleted to protect the 

participant teachers’ identities. 

Development of the Questionnaire 

The study employed a questionnaire because it is the second most common 

method of data collection by educational scholars (Johnson & Christensen, 2004). The 

characteristics of exemplary teachers as perceived by the researcher and the IC expert 

were explored through the questionnaire. For the sake of reliability and validity, the 

development of the questionnaire took place in three stages (Devellis, 1991): first, 

generating an item pool; second, review by experts; and third, selecting the final items.  

First, I formulated 12 items based on the principles of IC that explored exemplary 

teachers’ experience, decision-making, and skill sets. Second, I requested feedback from 

the IC expert and reformulated the 12 items into 22 under four different categories: 

Teacher Attitudes (eight items), Teacher Knowledge (eight items), Teacher Cultural 

Awareness (four items), Teacher Advocacy (two items), and Distance Teaching/Online 

Teaching (four items). An introductory page was added to the questionnaire specifying 

the operationalization of the following terms: teach, teaching, socioemotional needs, 

pedagogical, pedagogy, immigrant youth personal needs, and academic achievement. 

Additionally, six demographic questions were added at the end of the questionnaire to 

obtain more detailed data on the participants’ background, education/degree, gender, age, 
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race/ethnicity, years of teaching, and subject matter taught. Finally, the questionnaire was 

reviewed by three professors who specialized in teacher education, transformative 

teaching, literacy and reading, and IC, and items were added or dropped according to the 

experts’ recommendations.  

The questionnaire as a self-reporting instrument allows investigators to obtain 

data about the “thoughts, feelings, attitudes, beliefs, values, perceptions, personalities, 

and behavioral intentions of the research participants” (Johnson & Christensen, 2004, p. 

164). The objective of the questionnaire in this study was to ask about teachers’ 

backgrounds to gather demographic data as well as information about attitudes, 

knowledge, cultural awareness, and advocacy toward LAIY. 

Observations of Teacher/Student Interactions 

Direct participant observations allow qualitative researchers to best explore the 

phenomenon under study. According to Schensul and LeCompte (1999), participant 

observation is “the process through exposure to or involvement in the day-to-day or 

routine activities of participants in the research setting” (p. 91). In this study, I conducted 

three observations per participant. Each 30-minute observation was audiotaped. After 

obtaining official permission from the school principal, assistant principals, and deans, I 

scheduled classroom visits with the teacher participants at dates and times convenient for 

them. This was necessary to guarantee that the observations did not interfere with 

teachers’ scheduled testing, field trips, or any other school events. 

This study was conducted during the COVID-19 pandemic. The school district 

had decided to offer distance learning to all high schoolers. In the first 4 weeks of school, 
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students took classes from home, using online course management software called 

Schoology. Each student received a laptop to access Schoology from home during the 

first semester of the 2020-2021 academic year. Schoology had already been implemented 

during in-person teaching for the last 2 years; among its features were interactive 

notebooks, course material sharing, management of teacher-student communication, 

parent access to students’ work and grades, gradebook integration, and assignment and 

discussion boards.  

 The distance learning process was reassessed every 4 weeks by the school district 

authorities. Teachers had been informed that face-to-face teaching could reopen 

depending on how the pandemic progressed in the school district. However, they were 

given the choice to teach either from home or from their classrooms. Thus, the 

observations took place in the following ways: 

1. If the participant planned to conduct distance learning from their classroom, 

the observations took place in the classroom. The observations were 

audiotaped, and the observation checklist was used to record the teacher’s 

instruction as field notes (see Appendix I). 

2. If the participant planned to conduct distance learning from their home, the 

observations were conducted virtually using the online platform or the 

learning management system. The observations were audiotaped, and the 

observation checklist was used to record the teacher’s instruction (see 

Appendix I). 
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3. If the participant decided to use a hybrid of the two teaching models, the 

observations took place either from the classroom or through the online 

learning management system. The observations were audiotaped, and the 

observation checklist was used to record the teacher’s instruction (see 

Appendix I). 

As I observed the teacher/student interactions, I focused on capturing the 

communication flow and the flavor of the conversations. Observations offer a “first-hand, 

fresh perspective of the phenomena” (Merriam & Tisdell, 2016, p. 139). This process 

helped me determine how the teacher/student dynamics set the tone for the pedagogical 

transactions. In addition, I recorded the types of interactions, specifying if they were oral, 

written, digital, one-on-one, or group-based. I sketched a layout of the classroom or 

virtual setting where the interactions occurred (Merriam & Tisdell, 2016). In the case of 

distance learning, I described how the teacher and students navigated the virtual platform 

during the instructional events. Sketches were created to describe teachers’ computer 

screen setups, such as single or double screen, gallery or speaker view, and the interactive 

resources they used. These resources included polls, mood checkers, virtual tours, video 

tutorials, games, and teacher-student conferring in synchronous virtual meetup sessions. 

Post-Observation Interviews 

While the initial pre-observation interview allowed me to get to know each 

participant and establish a rapport with them, the post-observation interview strengthened 

the insights from the observations. The post-observation interview took the form of an 

open conversation. This allowed ECATs to elaborate on their self-reflections and 
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challenges, provoking reflective thoughts. According to Clarà (2015), reflective thinking 

in a post-observation interview is “a thinking process which gives coherence to a 

situation which is initially incoherent or unclear” (p. 263). During the interviews, I 

maintained my position as the researcher/observer, refraining from providing any 

opinions, views, or feedback that could lead or influence the participants’ reflections. 

Thus, I prevented tensions that could arise due to the novelty of this year’s teaching 

conditions.  

The post-observation interview aimed to address participants’ reflections about 

the study, teaching Latina youth, the challenges they faced, and their commitment to 

delivering high-quality instruction. Six questions were included:  

1. After the initial interview and the observation/s, do you have any questions 

about this study? 

2. How being a participant in this study helps you as an immigrant youth’s 

teacher? 

3. Are there any self-reflections that contribute to your role as an exemplary 

teacher? 

4. What challenges are you finding in your teaching Latina youth? 

5. How do you perceive your students’ future? 

6. How do you think participating in the study contributes to the field of 

education of immigrant-origin students? 
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Field Notes 

I supplemented and strengthened my understanding of the data from the 

interviews and observations through writing my reflections as field notes. Qualitative 

investigators use field notes to record observations in descriptive and analytical ways. 

According to Schensul and LeCompte (2012), “writing field notes is a complex task that 

requires careful listening, keen observation, and good writing skills” (p. 48). They further 

explained, “Writing field notes requires discipline, and it must be done at several stages 

in the research enterprise” (p. 56). While my field notes recorded factual data free from 

my judgement, I also took analytical field notes that included my reactions, reflections, 

and thoughts during the observation process. I organized the notes in a two-column chart 

that maintained coherence between the observed instructional events and my comments 

and reactions. Additionally, the notes captured nonverbal language, behaviors, 

interruptions, and disruptions caused by technology issues.  

I organized the field notes by adding labels including the participant’s 

pseudonym, place and time, purpose of the observation, number of people observed, 

subject matter, instructional resources, teacher adaptations, and appropriate 

accommodations provided by the teacher. The instructional accommodations were state-

mandated services provided to ELs, such as reading aloud for assessments, clarification 

of directions, paper-based assignments instead of virtual assignments, and the use of 

visuals during instruction. I also took photographs and scanned relevant documentation. 

To keep the data secure, I saved all the field note writing produced at each observation on 

my password-protected laptop and kept the laptop in a locked cabinet. 
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Documents 

Documents are valuable sources of data in narrative biographical research 

(Creswell, 2013). The documents collected for this study included teachers’ curricula 

vitae (CVs), course syllabi, lesson plans, and professional development records (Merriam 

& Tisdell, 2016, p. 175). Documents contain “valuable information for helping 

researchers understand central phenomena in qualitative studies” (Creswell, 2012, p. 

223), and these sources were considered to add value to the data. In this case, they helped 

ensure my understanding of participants’ social and professional networks (Patton, 2002). 

The rationale for obtaining documents as part of the data lay in addressing the research 

questions. I guaranteed the authenticity of the documents by obtaining them from the 

primary informants (Guba & Lincoln, 1981). In particular, the documents were analyzed 

to address how well prepared ECATs were to meet Latina youth’s needs.  

After I gathered the documents and reports, I organized them by participant, 

content, date, and objective. They provided evidence of the participants’ efforts to 

address students’ academic needs and of the participants’ scholarly and professional 

trajectories. Virtual documents were individually generated, or group generated. For 

instance, documents included out-of-school program information and permission slips for 

field trips the participants organized for their students’ personal, socioemotional, and 

academic development. All identifiable information shown on the documents was deleted 

before receiving the documents. The process of eliminating identifiable information from 

documents and reports occurred in the participants’ presence, with their supervision. 
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Procedure 

 The tentative data collection time frame of the study (Table 3) indicates when 

each activity occurred during the 2020-2021 academic year. After obtaining Institutional 

Human Subject Review Board approval from George Mason University (Appendix A) 

and school district approval (Appendix B) for the study, I contacted school leaders and 

gatekeepers to access the research site and obtain their nominations of ECATs. After 

obtaining the nominations, I contacted the candidates via email to inform them about the 

nature of the study (Appendix C). Nominated teacher participants were asked to sign the 

informed consent form (Appendix D) if they agreed to participate. I communicated with 

the participants in person, via email, and through a virtual online platform to discuss the 

protocol for this study. Participants were informed about the options to provide the data 

required by the study. If the participants were unfamiliar with the research process or had 

questions about the letter and the consent form, I clarified at a time convenient for them.  
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Table 3 

 

Data Collection Timeline 

 
Time Activity 

September 

October 

2020 

IRB George Mason University approval 

School district approval 

Send school leaders’ recruitment email 

Distribute research invitation letter to teachers after school leaders’ nominations 

Communicate with participants in-person or via email 

Collect paper-based or online signed consent forms using DocuSign 

Send Qualtrics link for online questionnaire 

 

October 

November 

2020 

Download completed questionnaires 

Schedule participants for pre-observation semi-structured interviews 

Schedule participants for in-class observation  

November 

December 

2020 

Distribute consent forms for class observations and interviews to teacher 

participants 

Collect signed consent forms for class observations and interviews 

Interview participants 

 

January 

February 

2021 

Observe classes 

Schedule participants for post-observation interviews  

Conduct post-observation interviews 

Gather documents 

 

March 

April 

2021 

Conduct member checking of interview transcripts, observations, and field notes 

 

Note. The months assigned to each activity depended on teacher availability. 

 

Once the teacher participants agreed to take part in the study by signing the 

consent form, they received the link for the online questionnaire. After they submitted the 

questionnaire, I contacted them via email to schedule the semi-structured interview. The 

participants then signed both the consent form for the interview (Appendix G), and the 

notification letter for the observations (Appendix J). The participants decided the dates, 

places, and times of the observations, and no previous preparations were needed. Each 
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30-minute observation was audiotaped. In addition, I took notes and sketched layouts of 

the virtual classroom settings. 

Throughout this process, all participants’ names remained anonymous. I used 

pseudonyms to keep track of the participants’ responses. After the first observation, I 

asked each of the participants for documents such as CVs, teaching license diplomas, and 

professional development records. The data collection process followed the flow 

specified in Table 4. Soliciting sustained feedback from participants strengthened the 

trustworthiness of the study. Member checks were conducted after the interviews were 

transcribed and conclusions were reached. Thus, participants’ feedback guaranteed the 

accuracy of the conclusions and formulations. 

 

Table 4 

 

Data Collection Process 

 
Initial process 

 

Continued Continued Continued Final process 

Initial semi-

structure 

interview 

(audiotaped/60 

min) 

 

Observation 1 

(audiotaped/30 

min) 

 

Observation 2 

(audiotaped/30 

min) 

Observation 3 

(audiotaped/30 

min) 

 

 

Post-observation 

interview 

(audiotaped/ 

60 min) 

Questionnaire 

 

Field note-taking 

(descriptive) 

 

Field note-taking 

(descriptive) 

 

 

Field note-taking 

(descriptive) 

 

 

Document 

CVs 

Professional 

development 

record 

Course syllabi 

 

Note. The data collection process took place according to teacher availability; CV = 

curriculum vitae.   
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Data Management 

Qualitative researchers are keen on data organization and management. Due to the 

significant amounts of data gathered in collective case studies, “it is a good idea to build 

a well-defined data management system which will be used—with evolutionary 

changes—throughout the project” (Miles & Huberman, 1994, p. 341). For this study, I 

made sure that all data were stored in a place only accessible by myself. In this case, I 

downloaded the audiotaped data onto my personal laptop and kept the laptop in a locked 

cabinet throughout the data collection period. Each case was saved in a separate file 

named with the participant pseudonym, the type of data, and the date of collection: for 

example, “Frida Interview 1 Oct 4” or “Octavio Observation 2 Nov 3.” 

Because data were generated from various sources, I color-coded the data folders. 

For instance, interviews were saved in green folders labeled “Pre-observation Interview 

One” and “Post-observation Interview Two.” Observations were saved in blue folders, 

labeled “Observation One,” “Observation Two,” and “Observation Three.” The 

questionnaire was saved in a red folder labeled “Questionnaire.” Additionally, I saved the 

data in chronological order, maintaining them on two laptops, and saving them on a 

backup portable drive. To back up all my data, I also utilized the web-based application 

Dedoose, which allowed me to organize my folders building a database that was 

accessible and efficient. Most importantly, I kept a retrievable chronological “case study 

database” (Merriam & Tisdell, 2016, p. 233). In each data log, I specified the participant 

pseudonym, date, type of data, duration, and relevant quotes. I maintained focus on each 

participant, keeping a single document file that contained all the data collected about that 
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particular teacher. The study’s findings were presented as four individual case studies in 

the narrative writing reports.  

Data Analysis 

This study used data analysis as a systematic search for meaning (Hatch, 2002, p. 

148). Data included units of analysis on the four exemplary teachers working with Latina 

youth in a public high school. As data were collected, I utilized within-case and cross-

case synthesis analysis to correlate and compare each data source (Yin, 2013). My active 

involvement included recording, constructing meaning and understanding, synthesizing, 

and clarifying data. Since I sought to analyze teachers’ instructional skill sets, decision-

making, and perspectives, permission to audiotape the interviews and observations was 

solicited beforehand. Participants’ biographical information was requested in the initial 

interview and the questionnaire.  

According to Yin (2003), “the best preparation for conducting case study analysis 

is to have a general analytic strategy” (p. 114). Because qualitative research data 

collection was emergent, data analysis began as soon as they were collected. In this 

respect, Patton (2002) asserted that “ideas for making sense of the data that emerge, 

constitute the beginning of analysis; they are part of the field notes” (p. 436). This study’s 

within-case and cross-case synthesis analysis focused on the examination of IC elements 

implemented in the teachers’ pedagogy.  

Phase 1: Within-Case Analysis 

The initial within-case analysis was conducted separately, and included a 

demographic questionnaire, two interviews (pre- and post-observation), field notes, and 
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documents. According to Creswell (1998), for a collective case study, “a typical format is 

to first provide a detailed description of each case and themes within the case, called 

within-case analysis” (p. 63). Immediately after the interviews, observations, and field 

notes, the data were typed and added to the case file. I transcribed each interview 

verbatim from the audiotapes. As the researcher, I was invested in a process where 

“careful reading and re-reading of the data” (Rice & Ezzy, 1999, p. 258) was paramount. 

The data were coded and analyzed to identify emerging themes and patterns. I also sorted 

and organized key events in the participants’ histories and stories chronologically (Yin, 

2012). The coding and themes were generated and determined by data analysis. 

Phase 2: Cross-Case Analysis 

After the initial within-case analysis in Phase 1, a thematic analysis across cases 

was carried out. This process is also referred to as cross-case analysis (Miles & 

Huberman, 1994) and cross-case synthesis (Creswell, 1998; Yin, 2003, 2013). In Phase 2, 

I assessed similarities and differences between the ECATs and grouped responses. I 

compared different skill sets, perceptions, and behaviors and identified individual 

characteristics of the teachers that influenced their perceptions and experiences. 

Using the themes established in Phase 1, an inductive analysis was conducted for 

Phase 2 (Figure 5). Within this process, categories were formulated as broader concepts 

that emerged from those themes (Miles & Huberman, 1994). Upon completion of the 

coding process, I further analyzed and summarized the data in a draft case profile report 

for each participant. Next, all participants were asked to corroborate and validate the case 

profile report and to identify “any errors, corrections, clarifications and additions” that 
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might be needed (Mero-Jaffe, 2011, p. 237). Furthermore, participants were asked for 

feedback on whether the case profiles represented their experiences accurately. If 

accuracy was weak or if any important information had been omitted, I addressed the 

feedback immediately in a proactive manner. 

 
Figure 5 

 

Data Analysis Visual as an Iterative Cycle  

 

Note. The figure shows the iterative cycle of data analysis based on Miles and 

Huberman’s (2002) theory. FN = field notes; POI = pre-observation interview; POST-OI 

= post-observation interview; QR = questionnaire; RQ = research question.  

 

Dedoose 

Throughout the data organization and analysis process, I used a computer-assisted 

qualitative data analysis tool named Dedoose. This program was first developed at the 

University of California Los Angeles in 2009. Dedoose helped me analyze data from the 

interview transcripts, observation notes, and field notes; build coding in an organized and 
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collaborative fashion; and store information in the cloud. All audio recordings, 

handwritten field notes, and observations were converted into analyzable text and 

uploaded to Dedoose, keeping a digital record of the data and eliminating the paper 

management problem faced in qualitative studies. 

The Dedoose home dashboard showed multiple options for data management. 

This was helpful to show my progress to my dissertation committee members. Dedoose 

offered the possibility to review, recode, and export filtered excerpts in an intuitive 

fashion. I imported the bulk of data from all the media files I compiled in the data 

gathering process. Dedoose allowed for coding the newly gathered data around 

previously established parameters. Thus, I was able to make comparisons of narratives in 

an organized process. Because the data were saved as text, audio, images, and 

spreadsheets, Dedoose integrated the data in manageable and identifiable ways. 

Although this qualitative data analysis tool was helpful, it was imperative to save 

all my work locally by exporting all excerpts from the Excerpt Workplace, which 

transferred the data to an Excel spreadsheet showing the excerpt text, media titles, 

characters, codes, and all associated descriptor data. I performed the export every time I 

uploaded a significant amount of data to Dedoose. This process prevented any loss of 

data in case a system failure occurred (Straumsheim, 2014).  

Furthermore, the data analysis process did not solely depend on qualitative data 

analysis tools. Geisler (2018) highlighted that coding is a multi-dimensional process in 

which the researcher should pay attention to the complexity of language. Table 5 

indicates the research questions and data analysis correlation.  
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Table 5 

 

Research Questions and Data Analysis Matrix 

 
Research 

questions 

Survey questions Interview questions Question 

type 

Data type 

RQ1: What 

C/CC/IC 

practices do 

ECATs 

implement in 

their 

teaching? 

In general, how 

important do you 

think attitudes such as 

respect, openness, 

curiosity, and 

discovery influence 

your teaching? 

How do you consciously 

plan using the 

attributes of respect, 

openness, curiosity, 

and discovery in your 

teaching? 

Overall, how important 

do you think it is for 

your teaching practice 

to understand your 

students’ culture? 

 

Explain the importance 

of understanding your 

students’ culture. 

D1 Gender 

D2 Race/Ethnicity 

D3 Age 

D4 Education/Degree 

D5 Number of years 

teaching 

Teacher background 

Tell me about your background.  

Where were you born? 

Where did you grow up? 

Teacher teaching history 

Tell me about your teaching 

history.  

How did you become a teacher? 

Who inspired you to be a teacher? 

Think back of the moment when 

you chose teaching as a 

profession.  

What happened then? 

What did you realize/do as a 

result of this event/decision? 

How many years have you been 

teaching? 

Teacher definition of IC 

Tell me from your perspective, 

how you define intercultural 

competence. 

How does intercultural 

competence influence your 

pedagogy? 

How important is intercultural 

competence for the decisions 

you make? 

 

Background 

 

Perception 

 

Cultural 

awareness 

 

Interviews 

(pre-/post-

observation) 

 

Questionnaire 

 

Observations 

 

Questionnaire 

 

Documents 

 

 

RQ2: How do 

ECATs strive 

to meet high-

school-age 

Latina 

youth’s 

personal, 

socioemotion

al, and 

academic 

needs? 

How effective do you 

think you are in using 

these attitudes 

(respect, openness, 

curiosity, and 

discovery) to address 

the personal needs of 

your students? 

Give a specific example 

of how you implement 

the attributes (respect, 

openness, curiosity, 

and discovery) in your 

teaching to support 

your students’ 

academic needs. 

Give a specific example 

of how you are in 

using these attitudes 

(respect, openness, 

curiosity, and 

discovery) to address 

the socioemotional 

Teacher’s role and advocacy 

Tell me how you describe your 

role as a content area teacher.  

How do you realize what is 

needed for your students to 

succeed in the subject matter 

you teach? 

What are the experiences you 

think have influenced your 

teacher’s role? 

Talk about how you advocate for 

your students. 

How do you promote open 

communication with your 

students? 

What experiences makes you a 

central resource for the 

students in your classes? 

What have you learned from 

working closely with 

immigrant youth? 

Teacher opportunities, 

potential, and commitment  

Perception 

 

Cultural 

awareness 

 

Skill sets 

 

Action sets 

 

Commitment 

 

Knowledge 

 

Cultural 

awareness 

 

Advocacy 

 

Interviews 

(pre-/post-

observation) 

 

Observations 

 

Questionnaire 

 

Documents 
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Research 

questions 

Survey questions Interview questions Question 

type 

Data type 

needs of your 

students. 

How effective do you 

think you are in using 

these attributes 

(respect, openness, 

curiosity, and 

discovery) to address 

the academic needs of 

your students? 

How much knowledge do 

you have regarding 

your students’ 

personal needs? 

Give a specific 

example/examples 

regarding your 

students’ personal 

needs. 

Give a specific 

example/examples 

regarding your 

students’ 

socioemotional needs. 

Give a specific 

example/examples 

regarding your 

students’ academic 

needs. 

In your opinion, how 

effective is your 

pedagogical approach 

to help immigrant-

origin students 

achieve academic 

attainment. 

Give an example/ 

examples of how your 

advocate for the 

immigrant-origin 

students in your 

classroom. 

 

Tell me about your commitment 

to the LAIY in your classroom. 

How do you perceive this 

population? 

What type of decisions do you 

make to address their needs? 

What do you seek to convey 

through your teaching? 

What type of things do you do, if 

any, to support your students? 

Name some of the challenges that 

you face when you teach 

LAIY. 

What resources are available? 

What major drawbacks have you 

faced? 

Explain the potential of this 

population. 

What are LAIY’s major 

strengths? 

What are the main threats they 

experience? 

 

 

RQ3: What 

experiences 

(personal, 

professional, 

cultural) 

inform and 

influence  
teachers’ 

pedagogical 

decisions 

when 

working with 

Latina youth? 

In your opinion, what 

type of experiences 

(personal, social, 

professional) inform 

your teaching 

approach? 

In what ways, your 

experiences (personal, 

social, professional), 

as a whole, influence 

your pedagogical 

decisions? 

Teacher background 

Tell me about your background.  

Where were you born? 

Where did you grow up? 

Teacher teaching history 

Tell me about your teaching 

history.  

How did you become a teacher? 

Who inspired you to be a teacher? 

Think back of the moment when 

you chose teaching as a 

profession.  

What happened then? 

Background 

 

Experience 

 

Decision-

making 

 

Knowledge 

 

Goals 

 

Expectations 

 

Interviews 

(pre-/post-

observation) 

 

Observations 

 

Questionnaire 

 

Documents 
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Research 

questions 

Survey questions Interview questions Question 

type 

Data type 

Overall, how important 

do you think it is for 

your teaching practice 

to understand your 

students’ linguistic 

diversity? 

Explain the importance 

of understanding your 

students’ linguistic 

diversity. 

What did you realize/do as a 

result of this event/decision? 

How many years have you been 

teaching? 

Teacher definition of IC 

Tell me from your perspective, 

how you define intercultural 

competence. 

How does intercultural 

competence influence your 

pedagogy? 

How important is intercultural 

competence for the decisions 

you make? 

 

RQ4: How do 

ECATs adapt 

to the stress 

and change to 

a virtual 

learning 

environment? 

Overall, how important 

do you think your role 

is in adapting to 

changes such as 

virtual 

learning/teaching? 

In your opinion, what 

type of prior 

knowledge and 

experiences (personal, 

social, professional) 

support your distance 

teaching? 

In what ways, your 

online teacher 

persona, as a whole, 

influences your 

pedagogical decisions 

and assessment 

procedures? 

Specify the effective 

strategies, techniques, 

and/or approaches that 

you have effectively 

implemented with 

your Latina students. 

Distance Teaching/Online 

Teaching 

Tell me about your distance 

teaching. 

What is most 

gratifying/frustrating about 

online teaching? 

Describe the differences between 

online and face-to-face 

teaching. 

Have you observed any changes 

in your pedagogy? 

How do you establish positive 

interactions with students? 

Describe your online teaching 

persona. 

Have you been an online 

student/teacher in the past? 

How do prior technological 

knowledge and/or experience 

contribute to your teacher 

persona? 

Tell me about your teaching 

effectiveness. 

What strategies work/don’t work 

for you as an online teacher? 

Why? 

What would you have done 

differently to enhance your 

teaching effectiveness? 

Tell me about your Latina 

students. 

How have you established a 

positive student-teacher 

relationship? 

How do you communicate 

effectively with your students? 

Have you come across any 

challenges to address your 

Latina students’ needs? 

 

Distance 

learning/teac

hing 

 

Experience 

 

Perceptions  

 

Decision-

making 

 

Knowledge 

 

 

 

Interviews 

(pre-/post-

observation) 

 

Observations 

 

Questionnaire 

 

Documents 
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Note. ECATs = exemplary content area teachers; LAIY = Latina immigrant youth; RQ = 

research question. The matrix shows the data analysis correlation. 

 

Trustworthiness 

Qualitative research trustworthiness was a fundamental component of this 

process. My goal was to work collaboratively with the participants and school leaders to 

guarantee the integrity of the study. I engaged in the case study analysis meticulously and 

maintained vigilance when issues of clarity or misunderstanding arose. I followed 

Patton’s (2015) guidance: “The credibility of your findings and interpretations depends 

on your careful attention to establishing trustworthiness” (p. 685). Scholars have pointed 

out that researchers must meet the following criteria to establish trustworthiness: 

1. Credibility: The assurance that there is a fit between the participants’ and the 

researcher’s views. Credibility is parallel to internal validity. To achieve this 

purpose, I used multiple data collection methods, including in-depth 

observations, interviews, questionnaires, and field notes (Lincoln & Guba, 

1985; Merriam, 2002; Patton, 2015). I also used data triangulation of sources, 

cross-checking data from the interviews, observations, and questionnaire to 

identify convergence or divergence of findings (Creswell, 2013; Yin, 2013).  

2. Transferability: The ability to generalize information on the studied case to 

other similar cases (Lincoln & Guba, 1985). Transferability aligns with 

external validity. In this case, I conducted descriptions of the virtual 

classroom dynamics and setting “to make sure that findings are transferable 
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between the researcher and those being studied” (Creswell & Poth, 2018, p. 

256).  

3. Dependability: The practice that ensures the inquiry was logical, traceable, 

and documented (Lincoln & Guba, 1985). Dependability is also known as 

credibility.   

4. Confirmability: The presentation of data in a tangible, objective, and bias-free 

way. Confirmability aligns with objectivity (Lincoln & Guba, 1985; Patton, 

2015). To achieve confirmability, the researcher provides a description of the 

participants’ narratives, thus providing evidence for the findings, 

interpretation, and conclusions (Lincoln & Guba, 1985; Patton, 2015).   

Gall et al. (2003) suggested that when investigators elaborate on their 

interpretations in meaningful ways, they persuade the audience of the trustworthiness of 

the results. To align with the criteria and arguments mentioned above, I immersed myself 

in the context under study, implementing triangulation and member checking to ensure 

methodological rigor. While Denzin (1978) and Merriam (2002) proposed triangulation 

as a strategy to ensure the internal validity of the study results, Patton (2015) considered 

it a strategy to examine data from the participants’ perspectives. In all, this study 

followed the protocols mentioned above to guarantee trustworthiness. Table 6 illustrates 

the research design referring to each research question. 
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Table 6 

 

Research Design Matrix 

 
Research question Why? 

Q1: What C/CC/IC practices do ECATs 
implement in their teaching? 

 

1.1 To identify the culture-based factors that exemplary teachers use during planning, 
teaching, and assessing their lessons. 

 

1.2 To understand how teachers integrate culture-based knowledge and approaches in 
specific subject matter instruction. 

 

Q2: How do ECATs strive to meet high-

school-age Latina youth’s personal, 

socioemotional, and academic needs?  

 

2.1 To describe how ECATs determine in-class instructional activities and 

pedagogical priorities that meet LAIY’s general needs.  

 

2.2 To understand how ECATs differentiate lessons and approaches to develop 
rapport and build trust in order to address students’ personal, socioemotional, 

and academic needs. 

 
Q3: What experiences (personal, 

professional, cultural) inform and 

influence teachers’ pedagogical 
decisions when working with Latina 

youth? 

3.1 To identify the types of experience ECATs bring to their teaching practice and 

help them tailor lessons to suit LAIY’s different academic needs. 

 
3.2 To understand how ECATs’ pedagogical decisions align with their culture-based 

wealth of experiences. 
 

Q4: How do ECATs adapt to the stress 

and change to a virtual learning 
environment? 

4.1 To understand how ECATs’ pre/dispositions toward virtual teaching are 

influenced by their beliefs and experiences. 
 

4.2 To explore ECATs’ important role in enacting changes, accommodating new 

skills, and building a digital culture while they address students’ changing 
learning needs. 

 

4.3 To explore how ECATs support positive changes in student-teacher interactions to 
engage Latina youth through online/virtual learning. 

 

Who/where? 
 

Four exemplary teachers of Latina youth in high school located in the Mid-Atlantic 
region in the U.S. 

  

How? Collective case study design 
 

When? 2021-2022 school year, Fall 2020 semester  

 
Data collection Questionnaire, observations, semi-structured interviews, post-observation interviews, 

documentation  

 

Questionnaire Open-ended, qualitative, Qualtrics, demographics  

 

Observation  Checklist, in-depth, via Zoom meeting, audiotaped, transcribed, descriptive field notes 
 

Interview Both semi-structured interview and follow-up interview: qualitative, audiotaped, 

transcribed, coded, synthesized 
Clarifying potential misunderstandings and gaps in first interview, member checking 

 

Course document Course syllabi, teacher professional development records, curriculum vitae  
Trustworthiness Researcher identity, positionality and cultural background, investigator’s bias and 

preconceptions  

Note. The table shows the rationale for the research design and its correlation with each 

research question. 
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Ethical Position 

The power of being equal and establishing a new way to elevate participants to 

take the main roles in research consists of developing a reflective practice (Schön, 1983). 

In this regard, participants’ agency is a factor that constitutes their capacity to share their 

voices and capitalize on their cultural wealth. The convergent relation among paradigms 

and how we perceive reality is an ongoing evolving process for researchers. I aimed to 

understand immigrant youth teachers’ decision-making, which is why the theoretical 

framework used diverse epistemologies that aligned with the ways these educators 

approached their teaching.  

I maintained coherence with this investigation by researching with my participants 

instead of researching about my participants. By doing so, I incorporated social justice 

elements that created opportunities to develop new knowledge based on mutual growth. 

Likewise, I kept track of the new learning acquired as I engaged in this qualitative 

research project. Since I positioned myself within the realm of constructivism as a 

paradigm for knowledge creation, I reflected that perspective in my scholarly work.  

The nuances and differences that are found in the constructivist paradigm entail 

the inclusion of collective consciousness (Durkheim, 1982). From an opposite stance, 

Charmaz (2006) explicated that a constructivist inquiry is formulated according to the 

researcher’s views, which is interpretative. Such clarification is vital for the application 

of a particular action, process, and design in research methods (Crotty, 1998).  

I situate my scholarly experience in the sociocultural context, and recognize that 

learning through language brought about my research identity as a female Andean 
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Peruvian scholar. In this investigation, I conducted qualitative research that responded to 

my inquiry with authenticity. Moreover, I brought gained experiences to the research 

practice, and engaged with the contextual analysis to understand how teachers’ 

intercultural practices utilized a repertoire of responses, skills, and sensitivity to 

effectively facilitate the education of immigrant students. 

Limitations to the Study 

To address the limitations of this study, I engaged in reflexivity. According to 

Lincoln and Guba (1985), “reflexivity is the process of reflecting critically on the self as 

a researcher” (p. 183) (as cited in Merriam, 2009). This practice allowed me to scrutinize 

my assumptions, views, and experiences to prevent researcher bias and researcher 

reaction.  

This study included four ECATs working at a high school in the U.S. Mid-

Atlantic region, and utilized purposive sampling to select teachers of Latina youth. While 

the study was descriptive and exploratory, the study’s sample was not representative of 

high school teachers in other school districts or other states. Hence, it would not be easy 

to generalize the study results beyond the population and the studied context. 

Another limiting factor was the current education conditions during the COVID-

19 pandemic. This unprecedented situation limited my access to the natural field and 

teachers’ classrooms. Instead, the data were gathered virtually to prevent person-to-

person communication. The pandemic influenced when and how I collected data and 

what types of data I was able to obtain. Depending on the school district guidelines for 
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employees’ self-quarantining and/or access to the school building, the data collection 

process constantly changed, adapted, and evolved.  

Summary 

The year 2020 marked the 25th anniversary of the Beijing Conference on Women. 

It was rewarding to know that more and more girls are attending schools worldwide. 

Research has found that the teacher’s role is the most significant factor in this 

improvement. However, overlooking the principles of IC adopted by exemplary teachers 

hinders immigrant students’ access to high-quality education. Moreover, research unveils 

specific dimensions of growth regarding teachers of immigrant youth. Immigrant youth’s 

education needs to be addressed by looking into the roles of exemplary educators who 

address social and transnational issues effectively.  

Conducting a study of this nature contributes to our understanding of teachers’ 

pedagogical practices, including beliefs, perceptions, and skill sets. In this regard, 

Lowman (1996) illustrated that exemplary teachers excel in creating intellectual 

excitement and interpersonal rapport with students. Learning from intercultural teachers’ 

practices in high school settings brings current insights into the field. This study is part of 

the dialogue defying indifference toward teachers’ and students’ cultures, histories, and 

contexts. LAIY and their teachers must have opportunities for optimal academic 

adventures, discoveries, and achievements as they grow together collectively and 

reciprocally. This goal is achieved when all parties—educators, teachers, parents, and the 

rest of the educational community—embrace immigrant youth with a commitment to 

civic and moral purpose. 
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To summarize, the study started by interviewing ECATs nominated by school 

leaders. Observations, questionnaires, and field notes complemented interview data. The 

data were organized, analyzed, and synthesized reflecting Miles and Huberman’s (1994) 

data management procedures. As a result, ECATs’ intercultural practices were presented 

thematically within the context that influenced their pedagogy.  

Chapter 4 presents the findings and the within-case and cross-case analysis 

addressing each research question. Each ECAT’s case includes a narrative written piece 

and an inter-dynamic wheel matrix. The cross-case analysis consolidates findings among 

ECATs, framing their pedagogies in relation to the research questions. 
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Chapter 4: Findings 

As specified in Chapter 3, the first approach to data consisted of a within-case 

analysis to examine detailed data about each participant (Merriam, 1998). This section 

presents narratives of individual cases written prior to the cross-case analysis. I 

conducted the within-case analysis to reflect on each exemplary content area teacher 

(ECAT)’s approach to their teaching adaptations and understand how they navigated 

uncharted territory to address their high school Latina students’ personal, socioemotional, 

and academic needs. According to Daly et al. (1997), within-case analysis includes 

thematic analysis, in which themes emerge from the data to describe the phenomena 

under study. Additionally, this process allowed me to learn about philosophies and 

practices these teachers adopted during distance/online teaching brought on by the 

pandemic in Fall 2020.  

The within-case analysis reports provide the basis upon which a chain of evidence 

grounds the data sources. As an iterative process, it also provides a framework for 

discussion of emerging codes and patterns. Considering methods authored by Merriam 

and Tisdell (2016) and Yin (2014), these reports became tangible sources to support the 

implicit meaning within the teachers’ narratives. Using the strategy “careful reading and 

re-reading of the data” (Rice & Ezzy, 1999, p. 258), I approached this process with 

diligence and attention to details. Each individual case report demanded thorough 

immersion in the data sources. I engaged with each initial and post-observation interview 

and looked for meaning through close reading of verbatim transcripts, aimed at obtaining 
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a summary of each participant’s beliefs, philosophies, approaches, and pedagogy during 

distance teaching. Data obtained from this within-case data analysis process were added 

to a case file (Creswell, 1998), and further used to create a matrix on a Google document. 

In all, the descriptions presented individual characteristics that influenced the 

participants’ perceptions and experiences while working with Latina immigrant youth 

(LAIY).  

Within-Case Analysis 

Daisy: “Do Not Resist Change.” 

 ECAT 1 was Daisy, a high school teacher for over 18 years. Daisy referred to 

herself as a first-generation multilingual immigrant from India. Due to her cultural 

background, Daisy spoke four languages (English, Hindi, Urdu, and Gujarati). She lived 

in different states in the United States. Daisy gained business experience because she 

taught at her mother’s cosmetology school at a young age while she lived in India. Daisy 

described herself as a “child prodigy” growing up in India. Memories of her early years 

as a teacher were positive and shaped her identity as an educator. Back in her home 

country, Daisy had a close-knit relationship with her mother, whom she thanked for her 

ongoing pursuit of knowledge. While Daisy had the opportunity to study science, her 

family’s expectations prevented her from doing so. Instead, Daisy decided to study liberal 

arts and economics with a minor in psychology. 

 Daisy recalled experiencing anxiety during exams in her middle and high school 

years. At the same time, she recalled facing financial instability as the reason she ended 

up teaching cosmetology to support her family: “I started teaching it in my mother’s 
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school. I started working at that age simply to help my mother who needed help to put 

food on the table.” Daisy graduated in the 95th percentile in economics in college. In 

1996, she arrived in the United States to join her husband and begin a family. At the same 

time, she decided to go back to school and get recertified as a professional cosmetologist. 

While working as a teacher assistant, Daisy realized that there was more to do to become 

a teacher. Frustrated at not receiving information on obtaining her teaching license, she 

enrolled in a private cosmetology program, and in 1998 she became a licensed teacher. 

Six months later, Daisy became a state educator, and she obtained her first high school 

teaching position in 2003 in New Jersey. As a Hair Fashion Committee Educator leading 

the entire committee, she was a styles director for New Jersey, serving in different 

counties and disseminating knowledge and training to cosmetology teachers, licensed 

stylists, and students. 

 Cultural and Cross-Cultural Background. During the initial interview, Daisy 

focused on her trajectory as an educator. The responses included significant life events 

that shaped her character and instilled values that were centered on educational 

attainment and excellence. Moreover, Daisy was aware that as an immigrant and 

language learner herself, she could relate to her students in unique ways. In her classes, 

Daisy praised and encouraged students constantly. To strengthen the teacher-student trust 

and sense of belonging, Daisy called her class students “family.” She was keen on 

reinforcing the message throughout the academic year so that “students have an 

opportunity to share out, team up, collaborate, work and mentor each other.” A 

significant aspect of Daisy’s approach lay in her awareness of students’ realities and 
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challenges. While the new distance teaching conditions demanded that educators be 

prepared and knowledgeable about effective technology-related teaching strategies, Daisy 

capitalized on her identity as an immigrant teacher proud of her heritage. Her life 

experiences allowed her to connect with Latina students at a personal level. 

 Commitment. True to her commitment to students’ success, Daisy dedicated long 

hours to lesson planning and teaching. Daisy focused on creating a culture of respect. 

Likewise, she invested time to integrate collaborative learning activities that established 

trust among her students. This disposition was evident in her responses to the interviews 

as well as in her observed instructional interactions during teaching. Daisy explained that 

the “give respect to get respect” approach had brought her years of long-standing 

communication with former students.  

 In addition to her role within the career and technical education (CTE) 

cosmetology program, Daisy served as the high school coach for the Positive Behavioral 

Interventions and Supports (PBIS) program, which is committed to school improvement, 

implementing student-support initiatives as well as interventions. In the PBIS newsletter, 

Daisy elaborated:  

The Positive Behavioral Interventions and Supports (PBIS) system strives to 

implement an evidence-based three-tiered framework to improve and integrate all 

data systems and practices affecting student outcomes every day. The PBIS team 

upholds the mission and vision of the high school and the school district. PBIS 

recognizes that creating a positive culture is paramount in creating positive 
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outcomes. Involving students, staff members, and community members in various 

decisions of how this message is imparted. 

Among the initiatives Daisy established at the school were the Career Clothing 

Closet and the School Pantry. The Career Clothing Closet was created to provide 

appropriate and professional attire to students with low socioeconomic status. Seeing 

some students repeatedly wearing torn clothes motivated Daisy to establish this support, 

as she realized “that’s when that closet needed to happen.” She explained that she 

established a dress code, which encouraged her students to dress smartly and take pride in 

their appearance at school and when they took part in state cosmetology competitions and 

field trips. 

 Daisy was the recipient of multiple awards including Virginia Trade and 

Industrial Teacher of the Year. She also held Virginia’s Lead Cosmetology Teacher 

position, appointed by the Virginia Department of Education–CTE. In the course 

syllabus, Daisy stated that her hobbies were traveling, cooking, and education. Her 

passion for learning and teaching was evident in the interviews and the questionnaire 

answers. Daisy reported taking part in numerous community-oriented activities to support 

her students. She prioritized attending and participating in at-school and community 

events that supported students’ health, well-being, and socioemotional needs. 

 Regarding Teaching Latina Youth. Daisy came to her current position in 2013. 

Most of the students in her class (85.5%) were immigrant youth in Grades 10 to 12. 

Predominantly, these students were English learners (ELs) and students pursuing a 

technical career that would allow them to obtain a license as cosmetologists. This license 
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provided them the opportunity to work in all fields of personal services, such as 

barbering, nails, skin, and hair. To describe her philosophy, Daisy stated, “I believe 

everybody can learn,” denoting her growth mindset and value of the “special talents” 

brought by her students. Regarding her work with Latina youth, Daisy further explained: 

I definitely feel more connected to them only because of where they come from or 

a different country or a different culture and so on … you know my biggest 

connection right in there because I came from a different country myself. 

Connecting with students was a priority that Daisy maintained throughout her lessons, as 

she always referred to her students by their names.  

 In her reflections, Daisy said that she had never seen a group of students or a 

community work as hard as they did. However, she wished her students had the same 

awareness:  

They are hard-working people, but they don’t realize how hard they tend to work, 

and there is that hunger, there is that drive, and when I don’t see that drive or 

hunger in a student, I tend to go deeper into each individual student’s 

circumstances to see why they don’t have that. What is there that’s missing? 

During her classes, Daisy took an observant stance and noticed that while students were 

capable of learning, they limited their learning through indifference and apathy. Thus, 

Daisy pondered the struggles faced by the immigrant students in her class.  Not only did 

students bring along prior negative learning experiences, but also, they might bring 

trauma or other emotional issues that prevented engagement in their learning. As Daisy 

stated:  
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Once in a while you get a kid who cares nothing about the whole world, like I 

don’t care, wait a minute, there’s something in there, something happened with 

you, or something happened, why are you going to let him stay beaten down? 

What is it? 

To address comprehensive support for her students, Daisy made herself available and 

approachable through Remind, an app for communication she had adopted since her early 

teaching years in the U.S. Furthermore, she presented her support as a “listening ear,” 

which responded to her focus on students’ overall needs. It was evident in the 

observations that Daisy was committed to a one-on-one approach guaranteeing her 

students’ progress according to their learning styles.  

 Students as Assets. Daisy perceived her students as the core of her pedagogical 

practice. Instead of asking her students to change, she took the lead in adjusting her 

instruction and modeling flexibility by making on-the-spot adaptations. To address the 

students’ cognitive and academic skills, Daisy posed questions that supported problem-

solving skills, creative thinking, and critical thinking. Because her goal was to nurture the 

whole learner, she regarded her students as assets and ways to make a difference in 

someone’s life: 

Because the students are what makes the teacher, of course, the teacher makes the 

student, you know you could, you could go back and forth all day long, but if they 

push you to think harder, yeah, they get it better. 

By maintaining an asset-oriented mindset, Daisy brought along substance to learning 

progress, solid relationships, and positive outcomes transferred through interpersonal 
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skills. During the observations, Daisy showed her predisposition to engage students in 

collaborative learning, teamwork, and family-like interactions. Interpersonal skills were 

developed through project-based learning, the negotiation of ideas, and meaningful 

communication fostering social awareness and assertiveness. 

 Distance/Virtual Teaching. To address the demands of virtual teaching, Daisy 

began by validating students’ learning styles. At the beginning of the school year, Daisy 

gave her students a link to the online site Education Planners and asked them to take the 

self-assessment to get to know how her students could better learn. Her awareness of her 

students’ diversity urged Daisy to learn about the students, learn with the students, and 

learn from the students. As she reflected on her transition into the digital classroom 

during the first quarter of the academic year, it was clear that Daisy’s number one priority 

was to create a safe environment conducive to learning:  

I am very mindful of making sure that I take each step, and I’m breaking it down 

because they are not seeing my nonverbal [communication/expressions/body 

language] … so although we are teaching less [content], that less is now even 

slower because you’re really focusing on their learning.  

After sharing her views on student learning, Daisy asserted, “Don’t fight the change.” 

She showed her students that resilience was possible and that challenges could be turned 

into opportunities for growth and development. Regarding her online persona, Daisy 

perceived herself as an “edutainer” because “I am happy doing what I am doing.” 

Although her optimistic, upfront nature brought fresh air to her teaching, Daisy also 
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indicated that the most frustrating part of this transition was not knowing if her students 

were struggling to learn.  

 Daisy had lost almost half her student population from the previous year due to 

students’ lack of resources or parental support. She emphasized her preoccupation with 

lost academic and professional opportunities, not only for the students who withdrew 

from classes, but also for those who could have benefitted from enrolling in the 

cosmetology course in the first place: 

Now, I’ve lost a seat, which means that a student who probably could have had a 

license next year, who could have really made a change in their lives, [could 

have] gone to college with the help of that [cosmetology] license. 

To engage her students in her virtual classes, Daisy maintained a steady pace 

during her lessons, but spent a significant amount of time checking for content 

understanding. Likewise, she made sure that students utilized language support such as 

conversation starters, paragraph frames, and wait time to write. To ensure students’ 

engagement, she modeled daily dedications and dialogue, seeking to share power 

regarding decision making. Thus, she made her students co-hosts and allowed them to 

share their screens to share their completed projects. By doing so, she not only honored 

her students’ products and academic progress, but also articulated the “everyone can 

learn” belief through her praxis.  

 Daisy had seen the impact of bringing guests to her class to share real people’s 

struggles and promote discussion of what it takes to pursue one’s dreams by working 
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hard and being ethical about actions and decisions. Daisy stated that it was essential to 

learn from mistakes. Thus, her students were encouraged to take risks in her class: 

I share that I am multilingual. I also tell my students that English is my second or 

maybe even my third language. I ask them permission to make errors and 

continuously joke about any mistakes I make because I am from a different part of 

the world. I share personal stories with my students about the first time I spoke in 

English, and [that] it was a big disaster. The students laugh but also realize that it 

is okay to practice English. I remind my students that people who are able to 

speak in different languages are usually very smart because they have to exercise 

their brain to process information. 

 Peer Support System. Daisy highlighted a few other factors that played an 

important role when working with immigrant students. First, acknowledging the 

importance of understanding students’ cultures and languages strengthened the trust she 

had diligently built since the beginning of the school year. While reflecting on the 

effectiveness of her instruction, she said,  

I encourage my students to think of various difficult terms in their language. This 

[strategy] usually helps connect the information, especially if there is a Latin root 

in common. My students are encouraged to speak in class and present. If a student 

is overly shy and is uncomfortable presenting, then I ask the student to pick two to 

three of his or her friends to come along and present in front of them. 

Daisy consistently strove to provide instructional supports and accommodation for the 

ELs in her classes. Likewise, her approach fostered collaboration and peer support, 
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facilitating learning through multiple meaningful interactions. Among the peer support 

systems implemented in Daisy’s classes were the class guest, the buddy-guest, and the 

peer-to-peer mentor systems.  

After a few tries, students start to feel more confident and begin to trust the class. 

I have also stood next to students [with their permission] who have difficulty 

reading or articulating in English and softly coached them with the necessary 

words. I constantly remind the class that there is no room for disrespect in my 

classroom for anyone who speaks a different language and is an English language 

learner. I also remind all of my students that we are a family, and, in a family, you 

accept everyone. I tell my students that the classroom is a safe zone to practice 

English, and therefore I want them to practice as much as possible. 

 Virtual Teaching Pedagogical Tasks. Despite the challenges Daisy faced in her 

daily virtual instruction, she was reciprocal in her approach by addressing her students’ 

multiple needs. For instance, to keep them invested in their learning, she used available 

tools and provided opportunities for a dynamic exchange of experiences, knowledge, and 

passion for learning. Moreover, she spent significant amount of time planning lessons, 

compiling resources, and delivering materials for the course’s hands-on activities. As 

such, Daisy embraced change and asserted, “Do not resist change.” She embraced the 

diversity in her classroom, usually by attempting to speak the students’ languages or 

having some Spanish-speaking students as interpreters.  

 In her virtual classes, Daisy observed the value of incorporating interactive 

techniques and digital tools to check for understanding of new content and performative 
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processes needed in the cosmetology field. Hence, she used different multimedia tools 

and play-based learning to present, practice, and reinforce new skills. Her classes seemed 

to follow a flexible flow, integrating activities featured in Google Slides, EdPuzzle, 

Kahoot, Nearpod, Jamboard, Padlet, and polls.  

Padlet is a program that the students can [use to] submit their answers, and it 

allows me to see their work. They can take a picture of their work, and I can see 

step by step you know how they did the work and be able to give feedback right 

away, so just like finding different ways that, you know, they can answer 

[questions] that it’s not always the same. 

During her class opening discussions, Daisy took time to talk about the daily events of 

the students’ lives in a caring and authentic way. 

 Regarding her experience as a distance/online teacher, Daisy expressed that it was 

paramount to respond to changing times using changing tools. She reported that she had 

been an online student while completing her master’s degree courses, which gave her an 

idea of what her students were experiencing in the current context. As an educator who 

was proactive and committed to professional development, Daisy took a series of training 

modules offered by the school at the beginning of the 2020-2021 school year. Regarding 

her level of technology knowledge, Daisy commented:  

Where there’s a new technology on it … and of course, I struggled through it, and 

I mumble and jumble, you know, but I at least, I make an effort to get to that point 

that I can feel comfortable enough. 
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During the observations, it was evident that she implemented student-centered practices 

that addressed students’ language, socioemotional, and academic needs. She set the scene 

at the start of her lessons by providing topic-related conversations leading to specific 

assignments and discussions. For instance, while Daisy introduced a unit on Life Skills, 

she focused on engaging her students using questioning strategies that elicited learners’ 

experiences.  

 Providing role models for her students was another priority in Daisy’s teaching 

approach. In a particular lesson, she posed the question, “What makes you so special?” 

To encourage her students’ interpersonal and intrapersonal competencies, Daisy brought 

a class guest to share their experiences as an immigrant teacher and their educational 

journey in the U.S. While the class guest was presenting, the students were asked to write 

thank-you cards on Google slides. Daisy enabled the students’ learning by providing 

scaffolding of the students’ writing and vocabulary usage. Moreover, Daisy emphasized 

skills that were essential in the CTE program. She told her students enthusiastically, 

“Ladies and gentlemen, we are in the people business.” The strategies implemented 

addressed three dimensions: interpersonal, intrapersonal, and cognitive/academic. 

Relatedly, these competencies included soft skills important for the stylist-customer 

interaction. To teach intrapersonal skills, Daisy modeled sustained attention to details, to 

oneself and the other. She invited her students to think and asked, “Can you see? Do you 

notice? This [setup] is what the customer will see.” The skills included ethical practice, 

being thankful, being honest, and being trustworthy.  
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Field notes on Daisy’s teaching are shown in Table 7. The accounts show her 

emphasis on the need for integrity and self-efficacy in cosmetology class. 

 

Table 7 

 

Daisy Field Notes  

 

Descriptive notes: During observation Reflective notes: After observation 

T greets class again after test, saying “Alright! We 

did it!” (Students finished their test and a new 

block begins) “Let’s go!” 

T calls on a student to see if she is there. She 

greets the student by saying her name. T insists 

on calling the student’s name. 

T asks students to turn cameras on and informs 

that the class guest is back. T says: “I need all 

your screens open.” “Guess what? We have our 

guest back.” 

As T gives directions, her voice sounds 

enthusiastic and inviting as if she wants to 

reassure students that it is a good day to learn 

new things. 

Teacher’s voice sounds like she understands that 

students are transitioning to a new lesson after 

completing their test in the previous block. 

As T addresses the students by name, she creates a 

sense of trust and acknowledges their presence. 

T says that they will work on “Practical Works” 

today and tells students: “We are unique.” 

By telling students that they are unique, T. 

emphasizes that differences are welcome in the 

classroom and that each one brings a unique 

perspective to their learning. 

T shows that her mannequin is ready and says: 

“Take a look at what I have.” “We have our 

clips, right? I have a towel, which is a hand 

towel… I’m going to need you to take your 

cape out, so we are learning about our prepping 

today. I need your detangling brush as well...” 

T asks: “Did I send these to you this year? Can 

you confirm?” Students reply “yes” in the chat. 

T says: “Yes, wonderful!” 

T makes sure that students have all needed 

materials for this practical lesson. 

T shows what “being prepared” looks like as she 

models the setup of her cosmetology station.  

I wonder if students have the space and materials 

for class ready and at hand; since they are at 

home it is hard to tell. 

They decide to turn on their cameras, but they 

seem shy to show their faces, some only show 

their foreheads while others have the camera on 

the mannequin. 

T sounds relieved when she learns that all students 

have the materials needed for this class. 

Note. The field notes are descriptive in nature and include Daisy’s directions during the 

instructional event in the left column. The researcher’s comments and reactions are 

shown in the right column. 
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 Throughout Daisy’s dynamic virtual classes, she allowed time to preview and 

explore the units about to be learned. In the same vein, she ensured that her students had 

access to a plethora of hands-on tools and online resources selected and organized in the 

virtual school platform known to the students. In her reflections, Daisy admitted that the 

most gratifying part of online teaching was that her students were attending and 

participating in her classes actively.  

They are showing up, you know, although they may be feeling low or down and 

upset, at least they’re showing up. They tell me that they are enjoying the class, or 

the best part is when I had all those kids in a breakout room, I had a child on a 

one-on-one, like you and I, and I said, “Okay, dear, I’m going to put you back in 

the breakout room,” and she goes, “Do we have to?” So, what do you mean? She 

goes, “I like talking to you.” I’m like, “I like talking to you, too, but we do need 

to go back to the [whole group class].” That was sweet, that was very cute. 

 Teacher’s Role. Considering the changing roles that educators take during 

distance teaching, Daisy, as a seasoned teacher, explained that her pedagogical approach 

had to change to move from traditional at-school teaching into teaching in the virtual 

world. One experience that enriched her effectiveness was professional development in 

edutainment. She described:  

It’s edutainment! We have to be animated, and we have to show our gestures and 

we have to bring them in. And, in the process, I’ve learned to lose a little shyness, 

I’ve learned to connect, learn to enjoy my profession more, because if I’m having 

fun, that’s all that matters, I’m having fun! 
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As Daisy reminisced about her novel experience as a distance/online teacher, she upheld 

the awareness that allowed her to understand the students’ strengths, interests, and 

challenges caused by the pandemic. 

 Daisy noted that although her virtual classes had a decrease in student enrollment 

this year and did not fill some spots, students in her distance classes continued to exceed 

her expectations, showing resilience and self-advocacy. As evidenced in her 

questionnaire answers and observed attitudes, Daisy’s pedagogical philosophy fostered 

elements of reciprocal understanding rooted in her decision-making from the immigrant 

educator’s lens. While implementing skills and competence focused on integrity, Daisy 

modeled behaviors related to principles such as trust, honesty, respect, and justice.  

I am mindful that my students have not had the same online training as I have. 

While creating projects and asking my students to do a task, I ensure that all 

students are aware of how to navigate the online classroom and do the virtual 

tasks. I am also aware that the amount of time I have with my students is much 

shorter than normal. Rather than making the students do busywork, I strive to 

share pertinent information that will allow them to succeed.  

 Finally, Daisy was very open about her teaching advocacy. She explained 

instances when she organized parent-teacher conferences and orientations that took long 

hours to explain the cosmetology course requirements and expectations. In reference to 

her initiatives, Daisy stated:  

We would do a student/parent orientation at the beginning of the year … and I 

would stay here [at school] in the evening, and I want my parents to know what 
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this program [CTE] is about, what expectations I have of their children, what 

opportunities they have and so on. 

During the post-observation interview, Daisy mentioned her concerns about a student 

who had shown signs of slipping away by not completing the hands-on assignments 

required for this program. Not only did Daisy engage the student in a discussion about the 

consequences of not applying herself, but she also encouraged the student to take 

ownership of her learning. In particular, since the students in her class must be prepared 

in both content knowledge and practical skills to take the licensure exam, Daisy reminded 

her student, “When I sign your license, my license number goes on your paper.” This 

held the student accountable for their own learning and progress. In all, Daisy pondered 

her students’ challenging situations during online learning and conveyed the need for 

students to take ownership of their education, well-being, and opportunities. 

To best synthesize Daisy’s pedagogical approach, I created the interdynamic 

wheel matrix below to show the core values of her practice (Figure 6). As a student-first 

educator whose instruction aligned with an asset-oriented mindset, Daisy brought along a 

philosophy rooted in the multilingual and cultural upbringing experiences influencing her 

role. Drawing on her early teaching history as a child prodigy, Daisy engaged in 

sustained decision making to establish a climate of trust with her students.  

Because she was keen to bring students, parents, counselors, and other 

professionals on board to support students, she acted as a network creator. Thus, she 

specialized in partnering with school community stakeholders to create impactful 

educational experiences for her students. For instance, she was invested in preparing her 



 
 

179 

 

students for the state cosmetology examination, which she mentioned during the virtual 

class observations. Despite the unpredictability of distance teaching, Daisy implemented 

strategies for building positive relationships based on respect and high expectations. As a 

change agent, Daisy strove to improve her students’ well-being conditions, paying close 

attention to their basic needs, such as food and clothing.  

 

Figure 6 

 

Daisy ECAT Interdynamic Wheel Matrix 

 

Note. The inner circle shows Daisy’s core philosophy. The middle circle depicts 

characteristics of her pedagogy. The outer circle shows her skill sets and action sets. Sts 

= students. 
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Capitalizing on her unique insight as an exceptional teacher, Daisy’s approach 

focused on nurturing students’ subjective construals4 of themselves as distance learning 

students. Therefore, the role she took as enabler, involver, and demander impacted the 

teacher-student interaction quality. Because she knew the students prior to distance 

teaching, Daisy sought mechanisms to guarantee fluid communication with students and 

parents. First, she ensured that students had the necessary tools for learning and fulfilling 

the practical skills learning units. Second, as a growth mindset educator, Daisy guided her 

students through a smooth transition to the virtual setting, establishing a sort of reciprocal 

learning where both teacher and learners were contributing actors. Third, during the 

virtual classes, they taught and learned from each other within a trust-based environment.  

Daisy’s interpersonal and intrapersonal skills were essential to face the challenges 

posed by at-home distractors and stressors students experienced. Finally, as Daisy 

reshaped her roles as an online/distance teacher, she allowed her passion for teaching to 

guide her on-the-spot decisions and adaptations. For Daisy, encouraging students to excel 

at the personal, academic, and professional level was a daily objective that she achieved 

by making content and practice relevant to their outside-of-school worlds.  

Emma: “Best Teachers Learn from Best Teachers.” 

 Emma was a recently hired Grade 9 English/English for Speakers of Other 

Languages (ESOL) Level 2 teacher at the high school. Emma identified herself as a 

 

 
4 Students’ subjective construals refers to the building of a positive disposition that allows students to gain 

a greater motivation to learn as they are guided to construe their learning situation as one in which they 

have the potential to develop their abilities by feeling (a) psychologically safe, (b) connected to others, and 

(c) valued for the effort put toward their learning (Destin, 2017; Dweck, 2008; Walton & Cohen, 2007; 

Yeager et al., 2016).  
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White female educator; she was born in Georgia and grew up in southern Florida. She 

graduated from Valdosta State University in Georgia in 1995 with a Bachelor of Science 

degree in English with an emphasis in journalism. During the first interview, Emma 

recounted memories of her mother saying that as a child, she always said she wanted to 

be a teacher. Emma came into teaching in her late thirties. She took part in the Virginia 

Career Switcher Program, graduating in 2012 as an ESOL PreK-12 teacher. Through this 

professional path, Emma received her endorsements in both English and ESOL, allowing 

her to transition into education through this alternative access to teaching licensure.  

 Despite facing backlash from relatives who discouraged her from pursuing higher 

education, Emma was determined to finish college successfully. She held multiple jobs 

throughout her college years to pay for tuition, and eventually, Emma became the first 

person in her family to graduate from high school and college. Emma traveled and lived 

in two different states in her younger years. She stated, “People say I don’t have an 

accent because I did travel between Florida and Georgia.” Her first 8 years of experience 

working as an ESOL teacher in another county granted Emma the expertise to teach ELs 

at all levels of English proficiency in her current position. Emma taught all sections of the 

Grade 10 English curriculum, as well as collaborative, general, and honors English for 

Grades 9-11. In addition, she taught creative writing for 2 years to students in Grades 10-

12. 

 Before that, as a newspaper journalist, Emma focused on reporting stories related 

to crime and court affairs. When asked to describe her decision to change careers, Emma 

responded:  
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As a journalist, I was a crime and courts reporter, so I saw kids at their worst, you 

know, and the neediest, and I wanted to see students, to see young people before 

they ended up either behind bars or under the ground. 

As a court reporter, Emma exercised deep reflection and recalled asking herself, “How 

can I make a difference in the lives of young people?” Deciding to be an educator 

allowed Emma to use her understanding of young people’s complex realities to support 

students’ education and change their lives for the better. 

 In her previous teaching job at another high school, Emma worked with a 

predominantly Hispanic population. She recalled spending a significant amount of time, 

even after school hours, teaching her students because she was committed to making a 

difference in their lives. Additionally, she worked with committed co-workers who 

provided her with a collaborative network. She continued to maintain communication 

with many former students, who eventually graduated from high school and moved 

forward with their education. 

 At the time of this study’s fieldwork, Emma was the only newly hired teacher 

nominated as an exemplary educator of Latina youth. However, she had 8 years of prior 

teaching experience at another high school. She had three classes with 48 ELs in her 

roster. All of her students were immigrant youth in Grades 9-12 whose English 

proficiency level was approaching or at Level 2. As Emma began the academic year, she 

purposefully took time to get to know each of her students. She reviewed their 

cumulative files to get information that would help her create an inclusive environment in 
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her lessons. Moreover, she found that most of her ELs came from economically 

disadvantaged households, and that some of them had full-time jobs.  

 In Fall 2020, the school had recently been closed due to the COVID-19 pandemic. 

When classes went virtual, Emma expressed her preoccupation with the ELs in her 

classes. Because many adults lost their jobs during the pandemic, some of her EL 

students took jobs in nearby businesses to support their families to make ends meet. In 

order to establish trust with her ELs, Emma incorporated intercultural skills supporting 

all her students. Furthermore, Emma emphasized the importance of providing ELs an 

education based on collaborative pedagogical practices. Her “it takes a village to raise a 

child” mindset reflected the impact of her former high school teachers and counselor in 

her personal life. Hence, Emma asserted, 

You also have to talk to other teachers who teach English learners, I mean, you 

have to be in constant communication with the people who do what I do … to 

help promote what we do to content teachers because it’s so important that every 

teacher in our building understands how to work with our students … not to baby 

them and not to shelter them but to offer them opportunities to reach for what they 

want because they want to be successful.  

 Emma’s teaching philosophy lay in taking a stance that access to education is not 

only critical, but also required to contribute to society actively and effectively. To model 

this skill, she shared her difficult upbringing experience with her students:  

I am also very open with my students about my background, as it establishes 

almost a street cred that I found to be very helpful … I am the first person in my 
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family to finish high school and college and a lot of my students are also in this 

situation. 

Teachers who validate students’ personal experiences invest in meaningful inner 

dynamics that strengthens the teaching and learning process. In this regard, Emma not 

only shared her struggles as a young girl, but also facilitated her students’ self-agency 

shaped by being a learner during the constraints of a deadly pandemic.  

 Teacher Self-Made Identity. In her course syllabus posted on the Schoology 

platform, Emma posted an autobiographical paragraph. Next to it, she added a 

photograph of herself wearing glasses as she smiled and looked up to the camera in broad 

daylight. To the right of the paragraph, Emma posted her full name, teacher email, and 

classroom phone number. The last sentence of her mini-biography read, “I look forward 

to meeting you online and working with you this year.” For Emma, working with ELs 

responded to a deep sense of giving back what she had been given, and a calling to be 

reciprocal. Because she received personalized support from her teachers that impacted 

her choice-making as a teenager, Emma took great responsibility as the drive for her 

practice. She discussed how her teacher in DECA, a business-focused study program, 

contributed to her academic achievement in high school.  

A moment that stands out to me is when I was in high school and my DECA 

teacher pulled me into his office. He closed the door and said, “What’s going on 

with you?” and literally, I fell apart, and I told him about the financial struggles in 

our home, and, you know, we had a real talk about the fact that every choice you 

make as a young person affects every other choice. 
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Emma’s teacher identity was rooted in positive experiences with teachers, counselors, 

and co-workers.  

 Inspired by great teachers, Emma resolved to excel as an ESOL educator, which 

was evidenced in her culturally responsive practice. She attributed many aspects of 

exemplary teaching to life-changing choices made after authentic conversations and out-

of-school support received from her teachers. Because Emma had the opportunity to 

advance in her education, she became an opportunity giver. Her culturally responsive 

instruction involved being available and approachable beyond the school and office 

hours. She was committed to implementing tools and resources that reached students as 

well as parents in real time.  

You know… my goal is to be always in communication. So, I’m always reaching 

out, I mean, I reached out to parents over the weekend through Remind, I don’t 

speak their language, but I reached out to them with the tools that I had, and by 

Monday morning I reached out to the translators. 

 Teacher Philosophy. Regarding her teaching philosophy, Emma put in plain 

words,  

I am driven by the desire to help young people because someone helped me. I 

could have easily had been the student who quit school because I hated being in 

high school. Especially once I had a job and I could make money … but you 

know, someone sat down [with me], and it was multiple people with multiple 

adults who said you have to make decisions that are different if you’re going to 

have something different. 
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When asked about her personal perception of IC, Emma explained,  

Well, I think what you mean by that [concept] is knowing about the different 

cultures, and how important their culture is. One of the things I did before my 

students arrived, I looked to see where they were coming from, so on the very 

first day of [distance/virtual] school, in each class, I had a bit emoji page with all 

of the flags from their countries, and even though the majority of them come from 

Central American countries, they were from very different countries, and I wanted 

them to know, and I do always promote it, you have a story to tell, your country is 

important, we can learn from each other. 

 Teacher Focus on Culturally Relevant Pedagogy. Emma’s main reason for 

implementing culturally relevant curriculum was evident in her effort to know her 

students’ stories. As a reflective educator, Emma was informed that some of her students 

had been struggling in their academics, had interrupted or limited schooling in their 

country of origin, and had their home language, Spanish, as their preferred language for 

educational purposes. On the other hand, she was aware that her students brought a 

wealth of cultural knowledge. Her students were typical examples of what immigrants 

face when learning a second language to progress in their academics. Building a positive 

teacher-student relationship, therefore, forced Emma to reach out to other professionals in 

the high school to communicate with her students.   

For instance, Emma took advantage of the school translator/interpreter, reached 

out to counselors, discussed students’ progress with other educators, and collaborated 

with a Spanish-speaking ESOL teacher. In explaining her commitment to ELs’ language 
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progress, Emma postulated that English proficiency was attainable when students 

received differentiated instruction. During the observations, it was evident that she was 

knowledgeable about the students’ proficiency levels, learning styles, and language 

needs. Determined to bring EL students on board, Emma implemented a series of 

instructional accommodations focusing on listening skills, content-based vocabulary, and 

print-rich resources with graphic organizers. Considering the students’ English level of 

proficiency, Emma stated,  

I have a real, strong belief that in English class they have to speak English, so it’s 

very rare that they speak Spanish unless they’re asking questions to someone who 

speaks [only] Spanish. It’s because I want them to practice their English, because 

most of them can speak more English than they believe, they just don’t have the 

courage. So, I try, you know, but I really do try to push, you speak English, even 

if it’s a sentence, the more you practice, the more you learn. 

From this perspective, Emma was engaged in supporting her students beyond the school 

site, knowing that English was the language they would need to be successful in the 

outside world. 

 As an ESOL teacher responsible to provide differentiated instruction, Emma spent 

a lot of time planning, co-planning, selecting, and implementing best teaching practices 

that supported her ELs’ English proficiency. In her lesson plans, Emma made specific 

accommodations according to her students’ language needs. This meant that Emma 

monitored her students’ performance and advancement based on observations, formative 

assessments, discussions, graphic organizers, products, and journals on a weekly basis. 
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During my observations, Emma articulated various techniques and strategies supporting 

her students’ English skills. Among the strategies were wait time, previewing essential 

vocabulary, conducting book walks, previewing passages, using multiple word meanings, 

allowing for power of choice, and presenting content in a multimodal approach. Content 

was presented through short videos, current affairs, images, and graphic organizers. Most 

importantly, Emma ensured that the content she presented was connected to her students’ 

real-life worlds. While she posed open-ended questions to her students, she also aimed to 

know more about them and their cultural background and traditions. 

 Perceptions of Latina Immigrant Students. During the initial interview, Emma 

pointed out that “best teachers learn from best teachers.” As such, Emma’s instructional 

approach delved into building trust and positive relationships with each student. 

Moreover, she also engaged in creating a network with parents and other colleagues 

working with her students. Although the challenges of virtual teaching resulted in a 

distanced person-to-person interaction, as a proactive newly hired ESOL teacher, Emma 

sought to communicate students’ cultural wealth and academic needs with the school 

staff in a timely manner.  

 On the other hand, Emma expressed her concern about some students’ lack of 

self-advocacy. She noted: “One of the biggest drawbacks for Latina students is the ability 

to communicate … and especially if they don’t advocate for themselves … sometimes it 

is difficult.” Emma described increasing pervasive stressors faced by her students as she 

reflected on what she learned about them from the one-on-one interaction during office 

hours. She said,  
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For whatever reason they had trauma built around them, a lot of our young ladies 

who come to us with a lot of trauma, just getting here was trauma-filled, and if 

those needs are not addressed, and I haven’t seen that so much here, but I 

definitely saw that at my old school. 

 Commitment and Leadership. Emma’s leadership experience included holding 

the lead in ESOL and Work Keys Remediation for the English department. In addition, 

Emma served as a teacher advisor for a literary magazine. Emma described the 

challenges of teaching immigrant-origin students whose English language skill was 

developing through virtual teaching. To address her students’ needs, Emma became a 

member of the equity and diversity committee at the school. The newly formed 

committee sought to focus on validating all students’ cultures and respecting linguistic as 

well as cultural differences. Consequently, Emma had much to contribute from her 

expertise in working with immigrant youth.  

 Because Emma’s personal experiences were reflected in her students’ struggles, 

she saw a version of herself in each student. This reflection was evidenced during the 

observations. Not only was Emma invested in creating a safe learning environment for 

her students, but she also based her approach on ethical values and intercultural 

understanding. When observing Emma in the Zoom virtual meeting classes, it was 

evident that her commitment lay in a student-centered approach conducive to learning 

and discovery. Additionally, Emma contextualized her lessons in meaningful ways so 

that her ELs’ opinions and voices were heard. During the first Zoom synchronous virtual 

observation, Emma presented a lesson on informational text centered around the U.S. 
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presidential election. She set the scene by activating prior knowledge and discussing the 

electoral system of the United States. Likewise, Emma made sure her students were ready 

to learn by saying:  

I’m going to ask you if you haven’t already pulled together something to write on 

… it doesn’t have to be a posted note, but there will be an opportunity today for 

you to write down some words you want for us to talk about, words you may not 

understand. 

Emma’s approach was purposeful but patient, enacting a caring and motherly approach. 

Emma engaged her students by presenting a short video on the author’s purpose.  

 Every time Emma presented a learning task, she included herself using the first-

person plural pronoun. She employed statements like “we’re going to read,” “we’re going 

to write,” “we’re going to learn,” and “we’ll talk about.” By posing the open-ended 

guiding question “What is one thing you think is interesting about being the president of 

the United States?,” Emma encouraged her students to find text-to-self connections, a 

reading strategy that fostered reading comprehension and meaning-making.  

 Peer collaborative learning was another strategy Emma used to build support and 

achieve learning goals. Students were asked to unmute themselves to answer a question 

or to type their answers in the chat. When a student typed their answer in the chat box, 

Emma praised enthusiastically. Regarding her students’ willingness to take risks in 

virtual learning, Emma elaborated,  

If I was in the classroom and every student had a piece of paper they could write 

on, you would see them taking more chances with their writing. Because they’re 
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not face to face, because we’re not in a classroom where I can go around and 

work on [a] one-on-one, I think that limits some of what they’re able to do. 

Emma herself reported that learning challenges could also make students more 

resourceful, as they could be motivated to take action for their learning. Highlighting the 

importance of English to progress personally and academically, Emma explained that 

students became more independent learners when they were urged by teachers. “I 

challenge them sometimes to listen to English, like on television, because they need to 

hear the words, they need to see the words written in English. The more they are exposed, 

the more they learn.” 

 Working with Latina Youth. While reflecting on her work with LAIY, Emma 

discussed how creating a culture of care and trust was not only essential but also critical 

to support students with limited resources. Thanks to her proactive approach, Emma was 

informed by students as well as parents that some of her students were adjusting to a new 

life in the U.S. Aware of her students’ immigrant struggles, Emma further determined 

that her female students would need specialized resources to address particular personal 

and socioemotional needs. Emma understood that her approach solely as a teacher was 

not enough. She stated, “My female students might not have a mother figure, and so 

sometimes the teacher becomes the mother figure.” To build a sustainable support system 

for her Latina students, Emma highlighted the importance of role models. She began by 

purposefully learning her students’ backgrounds before school started. She sought out 

personal resources such as counselors and translators, and communication tools such as 

Remind (a cell phone and email communication service that allows teachers to connect 
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with parents and students on a timely manner in English and the students’ native 

languages) to establish ongoing communication with her students. Emma took pride in 

her motherly approach and stated,  

You know, my goal is to always be the best role model for my students that I can 

be. And I’m not Latina, but I do believe that as a mother and as a teacher that I 

have the ability to be a role model to these young ladies who are working so hard, 

and we only see a bit of what they do. 

 By understanding students’ prior negative experiences and current stressors, 

Emma took the asset-oriented stance. For her, communicating with the students was just 

the beginning of a meaningful and fruitful relationship. Emma stressed that “when they 

[the female students] have enough language, we tried to get them to write things, I had 

students share some very difficult things with me.” Emma was enthusiastic about her 

students’ active engagement in her classes. Being cognizant of students’ English 

progress, Emma recommended mainstream education for those students who were ready 

to be challenged. “Most of my female students are working hard … if my female students 

are attending [virtual Zoom classes], most of them are doing the work.” 

 Regarding her student advocacy, Emma shared that she was aware of some 

students not doing their best. After reviewing her students’ files, she learned that some of 

them were repeating the class. To encourage them, she sent a postcard with an 

encouraging statement about being academically successful this year. “I feel like I know 

as much about their abilities as is possible before they arrive, and then check their 

performance with the data I have collected.” 
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She was concerned about the limited motivation shown by some newly arrived 

students, but believed in the power of “yet.” “The ones who are doing less are fairly new 

to the country, and they don’t have, I think, the ability yet to advocate for themselves.” 

On the other hand, she sought to establish a partnership with parents, the school 

translators, counselors, and co-workers to create a supportive network that facilitated 

comprehensive resources for her students. 

  Moreover, Emma engaged in reciprocal teaching and learning. She expressed that 

allocating additional one-on-one and mentor support systems in her classes was effective. 

In fact, she co-taught with a Spanish-speaking ESOL teacher, which allowed them the 

opportunity to model communicative interactions and reading strategies vital for student 

language development. Emma reported: 

We do what we can, you know, my goal is always [to question] what more I can 

do, and how I can make it [content] more accessible. Tomorrow, I have a student 

tutor, who is coming in on G days. Tomorrow, I’m going to ask if she can try to 

get him into a breakout room, so maybe she can talk to him about things [he needs 

to learn]. 

 In Emma’s account of her experience with bilingual learners, she revealed an 

open attitude to capitalize on students’ bilingual skills, but she also emphasized that her 

flexible approach gave students room for enjoyment. By maintaining a “can-do” mindset, 

Emma offered her students multiple opportunities for risk-taking and self-monitored 

learning. Frequently, Emma found herself immersed in conversations with her students to 

discuss past and upcoming lessons, negotiate assignment due dates, and review content in 
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a respectful and trusting way. Such interactions evidenced her belief in every student’s 

potential. To expand on this point Emma elaborated,  

What has worked for me is allowing my students the flexibility to do things when 

they can, so I’m not hard and fast with deadlines right now because you can’t be. I 

mean the reality is we don’t know what’s going on in everyone’s home life. 

 Teacher Online Persona. Emma approached the challenge of virtual teaching 

with curiosity and a growth mindset. She stood out as demonstrating pedagogical 

experience to adjust her teaching by determining how best to teach students in virtual 

Zoom classes. In addition, she practiced reflexivity by being thankful for the technology 

knowledge that helped her figure things out. Emma shared that she was pleased that most 

of her ELs not only attended her classes but also made progress as a result of her 

pedagogical approach. Her pedagogical decisions included previewing vocabulary and 

reading strategies, recycling lessons according to students’ needs, differentiating 

instruction, and offering students different choices to show what they knew.  

 As Emma pointed out, adapting her instruction included opening multiple 

opportunities for communication. Her student-centered approach proved to be meaningful 

during the observations. For instance, Emma explicated,  

My goal is to build relationships with each student in my classroom. This is 

extremely important as it helps to establish the trust students need to complete the 

work. I think this is even more important in the virtual setting. Many students, 

despite their time in this country, want to do the best they can to be successful. 
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They need to know we trust and encourage them to do the best they can to be 

successful. 

Because Emma maintained a “can-do” stance, she believed her online teacher persona 

was enriched by her students’ prior knowledge of the school virtual platform. Her 

familiarity with technology provided Emma with a foundation to construct new 

knowledge. As Emma put it,  

I have been an online student before, like the summer I took my class online, but 

I’ve always used technology as much as possible. Am I the most technology-

savvy teacher? No, but at my old school … I used Google Classroom, so I was 

putting things online, and that makes my life a lot easier … if I was not using 

technology, and I came into this environment, it would be crazy. 

Responding to her online instructional approach, Emma recognized the trade-off in 

allowing her students to teach her about the school virtual platform. However, she noted, 

“I have always used technology in the classroom, so that aspect was not difficult for me. 

The challenge this year is knowing how much technology experience my students have as 

we are not in the classroom together.” 

 While having experience in using technology gave Emma a sense of efficacy, she 

also was concerned about the new virtual platform used by the school. Schoology was the 

virtual learning platform the school had been using for 3 consecutive years. Students in 

Grade 10 or higher were knowledgeable about this online learning platform. Since Emma 

had just arrived at the school, she was willing to learn how Schoology worked from her 

students. She asserted, “Schoology is new to me. Thank goodness it’s not new to the 
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students, so sometimes I have to play catch-up.” As an online teacher, Emma cited some 

instances when she thought she needed to build new knowledge upon her previous 

technology skills. However, she was cognizant that her pedagogical decisions needed to 

be aligned to her students’ English academic needs: 

I mean with technology, it’s a learning curve, and we are all learning, sometimes I 

think I’m not using technology enough. I need to give them some opportunities to 

use Nearpod. I’ve done a lot of the actual instruction, so my goal this [second] 

quarter is to give them opportunities to practice using technology on their own. 

Overall, Emma’s inclusive approach recognized that students needed opportunities for 

independent learning.  

 When prompted to think about her students’ experience with technology, Emma 

reported that her students would feel more motivated to try new things on their own if 

they had autonomy to learn using multimodal technology. Emma described her identity in 

her Zoom virtual classes as someone who was friendly and felt at ease in front of the 

camera. Striving to figure out students’ worlds, Emma held a “student-first” attitude as 

she proactively sought to rethink how to make her lessons work online and how to get the 

most out of the time she had in class. Her commitment pressed Emma to reflect on 

pedagogical decisions influenced by her online teaching:  

I am still trying to think of what I can do to help those students who need extra 

support during the second half of the semester to push through with a passing 

grade for the semester. I am always thinking about how to improve things in any 

classroom while giving myself some time to breathe. 
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 During the post-observation interview, Emma reflected on her students’ 

conditions if the school was going to be open in the spring of 2021. She was concerned 

about the conditions under which decisions were made. Emma was informed about the 

Centers for Disease Control restrictions in the state and watched all the school board 

meetings virtually. As a newly hired teacher, Emma felt comfortable and supported in 

this new school district. She praised the administration’s support for teachers and their 

well-being.  

In her experience as an exemplary teacher, Emma believed that ESOL students 

were being sheltered longer than needed. She argued that students should be released into 

the regular classroom and the streaming classroom once they had reached their prime and 

foundational knowledge of English. She asserted, “Students need to be challenged, and I 

have not received the support ... there’s a lot of people who believe we are pushing them 

too hard. My experience is the opposite, you know.” Emma expanded on her “can-do” 

stance when she reported that when students were sheltered for too long, they lost the 

belief in themselves as successful learners, and they became indifferent toward their 

academic performance. Her perspective regarding the education of ELs was rooted in 

student empowerment. It was evident that Emma’s philosophy aligned with a 

commitment to inclusion that opposed perceptions regarding English language deficit of 

students; thus, she attended at-school and out-of-school needs. 

 To monitor her ELs’ progress, Emma reached out to parents to inform them that 

their students could still improve their grades. She told them, “They can make up 

assignments if they missed a class.” Seeing the positive response of the students made 
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Emma pleased, as she knew that her students needed another opportunity. Because Emma 

showed her students’ parents that she was interested in their Zoom class attendance, they 

encouraged her students to return to classes and complete missing assignments. As Emma 

enacted a culture of respect, she was mindful to share that she respected her students even 

when they did not complete work. In her questionnaire response, Emma explained,  

My goal is to help my students learn English. I hold each of them accountable for 

their own learning, but I try to provide as many supports as I can for them to be 

successful. I have a variety of abilities in each class and cannot teach lessons to 

the students with the lowest abilities or I would lose those who can complete the 

work and they become bored. 

 When asked about her participation in this study, Emma thought that any research 

related to ESOL was important. According to her, this was especially relevant in the 

current context where long-term ELs maintained low levels of proficiency. It is clear that 

Emma was engaged in high levels of reflexivity when she pondered the students’ 

sheltering for extended periods of time. She explained, “Because if we are going to help 

our students to be successful, we need to know what works and what doesn’t work.” She 

mentioned she would like to be in research to study long-term ELs in the future. In her 

reflections, she shared that she had added poll questions to her Zoom virtual classes to 

assess students’ content understanding. Emma elaborated that this tool allowed students 

who are afraid to speak out in class to collaborate and say what they wanted to say. She 

stated,  
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If students were in the classroom by now, they would be more comfortable 

participating, but attending virtual classes made them more subconscious of their 

participation. Because we would have built a culture that is safe, this [virtual 

teaching] is not safe, they don’t know each other, they don’t know that they can 

be comfortable with each other. So, the polling allows me to get a broader set of 

answers in a different way. 

 She purposefully engaged her students by using new tools available and opening 

spaces for communication. Through her intercultural lens, Emma concluded that even 

though her students were at the same WIDA levels, they were all at different levels, their 

classes were very different, and their needs had to be addressed differently. Emma 

described herself as a reflective educator.  

Regarding her role as exemplary teacher, Emma formulated the idea that 

exemplary educators were always reflective and always ready to change. In her view, no 

two lessons should be taught the same way, “because you are not teaching two classes 

that are the same.” Being cognizant of her students’ strengths and needs provided Emma 

with the predisposition to differentiate, adapt, and adjust her instruction.  

 Emma’s openness to learning and changing was evident when she stated that 

teachers would have to change when students returned to school. Whether they used a 

hybrid teaching model or in-person teaching, exemplary educators like her were willing 

to address students’ questions via different means such as emails, chat, Schoology, and in 

person. Furthermore, Emma affirmed that keeping a reflective stance was a hard thing to 

do. She shared that as a career-switcher teacher, it took her around 4 years to grasp the art 



 
 

200 

 

of teaching. She appreciated her former administrator’s approach of asking her to see 

things from a different angle with kindness.  

 Emma highlighted the critical support needed by new teachers. She valued the 

support and the notion that things can be better. Her reflective stance led Emma to think 

about what worked and did not work on a daily basis. However, it was not an easy task to 

accomplish. As a direct result of gaining experience in best teaching practices and 

culturally relevant pedagogy, Emma expressed her ongoing commitment to her students’ 

well-being and academic attainment, and this predisposition represented the cornerstone 

of her instructional approach. 

The matrix below aims to synthesize Emma’s pedagogical practice through 

interdynamic relations between core values, predispositions, and interactions with her 

students evidenced in the observations. Figure 7 features Emma’s skillset and action set 

as she worked to support ELs in her classes. Because Emma’s first career was as in 

journalism, she was a communication-driven teacher whose asset-oriented stance 

influenced her students’ perceptions in positive ways. Emma’s teacher conception of the 

unique identities brought by her ELs motivated her to build a culture of care in her virtual 

class setting.  
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Figure 7 

 

Emma ECAT Interdynamic Wheel Matrix 

 

Note. The inner circle shows Emma’s core philosophy. The middle circle depicts 

characteristics of her pedagogy. The outer circle shows her skill sets and action sets. Sts 

= students. 

 

 Emma’s ongoing student support was evident in multiple instances when she let 

her immigrant students know she believed in them and in their desire to learn. As an 

opportunity giver, Emma utilized a variety of instructional supports and micro-

adaptations while teaching the Grade 9 English curriculum. Furthermore, Emma was 

invested in designing a safe environment conducive to learning where students’ 
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intercultural assets were valued and respected. Thus, the invaluable interactions enacted 

in online/distance teaching were essential to both the students’ overall well-being and 

their validation as active members in our society. To address students’ needs, Emma 

engaged in reflective instances where she saw herself reflected in the students’ lives as 

well as challenges. Enacting a motherly approach, Emma did not hesitate to share her 

personal story and the challenges she faced as a teenager. Thus, she promoted 

interpersonal and intrapersonal competencies her students needed to adjust to their lives 

in the U.S.  

As an educator holding an asset-oriented stance, Emma implemented a culturally 

responsive teaching pedagogy. Through her synchronous virtual lessons, she participated 

as a reciprocal teacher-learner whose support and understanding made content relatable 

to her students’ outside-of-school lives. Within the current context, not only was Emma 

committed to her students’ English development, but she also articulated a support 

system based on equity and ethical values.  

Lynn: “My Teaching Approach Is Always Changing.” 

 Lynn, ECAT 3, was teaching honors geometry and Advanced Placement (AP) 

statistics at the time of the interviews. In her first year at the high school, Lynn taught the 

Algebra Functions and Data Analysis program, which included a combination of 

geometry and algebra content. Lynn identified herself as a White female educator in her 

late 20s. She was an online student during the coursework for her master’s degree. She 

held a master’s degree in secondary mathematics education from the Clarion University 
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of Pennsylvania, graduating in 2018. Prior to that, Lynn obtained a double undergraduate 

degree in math and education. 

 This academic year was Lynn’s seventh year of teaching at this high school. 

During Fall 2020, Lynn taught five different classes: two AP statistics and three honors 

geometry. She had 100 students in her roster, of whom 50% were Latino-origin students 

in Grades 9-12. Lynn lived near the school and was involved in several community 

organizations supporting students’ access to opportunities to learn and expand on their 

mathematical knowledge. She had been affiliated with the Council of Teachers of 

Mathematics since 2013. Lynn spent time sponsoring the Math Honor Society and 

attended student events frequently to show them out-of-school support. Lynn was 

designated by a school administrator as having exemplary teaching pedagogy in 

mathematics and geometry. 

Positive Early Math Experience. Lynn grew up in the countryside in 

Pennsylvania. As a student, she attended the state school and local college. Her 

experience with mathematics during her high school years was enjoyable. She worked as 

a math tutor under the guidance of her highly effective math teacher to support peers who 

were struggling to master math content needed for the AP exam. While tutoring peers, 

Lynn realized that she enjoyed the instructional interactions with her teacher and the 

mathematical activities she did in class.  In the initial interview, Lynn evoked instances of 

her experience as a high school student: 

In my 11th grade year of high school, I took advanced math, which is in 

Pennsylvania, that’s like their pre-calc course, in that year was ... my advanced 
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math teacher was just really involved, and we did different activities and projects 

throughout. It wasn’t just a lot of like, let’s take notes, try practice problems, we 

did some different interactive things, and I really enjoyed it. 

Inspired by her teacher’s approach, Lynn took the opportunity to act upon her classmates’ 

needs and developed an early sense of self-efficacy as a novice math peer mentor. 

Teacher Philosophy. When asked about her teaching philosophy, Lynn did not 

hesitate to explain that she had high expectations for her students. Moreover, she asserted 

that her student-driven approach was always changing, as she worked to be informed of 

best teaching practices that fostered content mastery. Because she was aware that some 

students came to math class with very low self-confidence, Lynn was assertive in 

communicating with her students that they were in a class where their math teacher 

believed in them. Regarding her students, Lynn said,  

I really push the kids that they can all be successful because some of them come 

in with the mindset, especially in math and with their prior experiences, that 

they’re not a good math student, they don’t understand that. So, from day one I try 

to let them know that we’re going to be successful. 

By evoking her high school years, Lynn reminded herself what it was like to be in math 

class. Her understanding of students’ mindset regarding math allowed her to create and 

recreate a learning environment that featured ongoing adaptive instruction.  

By focusing on students’ prior knowledge and cultural experiences, Lynn became 

a decision-maker whose ongoing student-teacher negotiation fostered understanding and 

improved performance. Through the sustained reflection of her teaching practice, Lynn 
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was able to identify herself as a learner willing to partner up with her students in 

meaningful ways. To address her students’ wide range of needs, Lynn took an observant 

stance and put her students at ease. Determined to continually test her students’ level of 

content comfort and mastery, she polled, questioned, and surveyed her students to check 

for understanding. Lynn aimed to implement the best instructional approach required at a 

particular time for a particular learning objective, “just making sure that they are 

comfortable, and that I’m teaching to their needs rather than how I learned it in school or 

how I think they should learn.” Lynn also commented on how her teaching approach 

focused on quality instead of quantity of work. To obtain the best out of her 

virtual/distance teaching time, she researched, planned, and provided resources that 

addressed her students’ academic needs. Informed about strategies that work, Lynn made 

sure her students had access to content and tools at home. 

 Teacher Student-Driven Practice. In the observations, Lynn simulated live-

human interactions that were implemented through a student-centered pedagogy aligning 

with culturally responsive teaching.5 As she stated: “When planning for a class, I make 

sure to plan with all students in mind.” With the knowledge Lynn had acquired about her 

students both academically and personally, she was adept enough to adjust her instruction 

 

 
5 Responsive teaching (Gay, 2002; Villegas & Lucas, 2002) is a form of adaptive teaching that focuses on 

the articulation of a vision of teaching and learning promoting student progress in a diverse society. The 

main characteristics of culturally responsive teachers are (a) socio-culturally conscious, (b) has affirming 

views of students with diverse backgrounds, (c) sees himself or herself responsible and capable of bringing 

about educational change, (d) understands how learners construct knowledge promoting learners’ 

knowledge construction, (e) knows about the lives of students, and (f) uses his or her knowledge of 

students’ lives to design instruction that builds on what learners know while stretching them beyond the 

familiar (Villegas & Lucas, 2002, p. 21). 
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making on-the-spot adaptations. Therefore, her students benefited from more interactive, 

proactive, and flexible negotiations of content and expectations. She purposefully 

implemented strategies for successful virtual mathematics learning by providing her 

students the necessary tools to preview upcoming lessons and access to recorded 

classroom notes. “I am always researching what method is best, appropriate, and has the 

greatest return of success for my type of students.” Based on her own experience as a 

mathematics educator who considered herself tech savvy, Lynn made the pedagogical 

decision to implement the flipped-model6 classroom.  

 During the observations, Lynn’s lessons included a series of slides showing the 

date, the weekly quote, a “Did you know?” box, and class materials required for the day’s 

lesson. Through practical activities and effective communication, Lynn provided 

evidence that learning the language of mathematics, that is, numeracy, and computational 

and operational skills could bring enjoyment and validate students’ early mathematical 

experience. Therefore, Lynn shared her passion for mathematics through her delivery of 

instruction, proving her unique competence.  

 Lynn’s pedagogical adaptations occurred on both the macro and micro levels.7 

Because she was implementing the school division math curriculum, Lynn focused on 

 

 
6 Flipped-classroom instruction is a type of blended learning system that focuses on student engagement 

and provides more time for hands-on activities, as well as content inquiry and analysis (Schmidt & Ralph, 

2016). According to Fulton (2012), implementing the flipped classroom motivates students “to take more 

responsibility for their own learning.” A particular feature of the flipped classroom is allowing students to 

access content at home through videos of theoretical content presentation, thus giving more time for 

teachers to address students’ learning needs during the actual class time. 

 
7 Macro-adaptations involve school-wide programs or curriculum planned for leveled grouping based on 

formal assessment and directed at target subject areas such as math (Au & Blake, 2003; Schoenfeld, 2002). 

Micro-adaptation is conceptualized as continually assessing and learning as one teaches, which occurs as 
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planning and delivering units of study, content, and assessment designed by the math 

coaches and specialists in the school division. Such curriculum design events usually 

took place during the summer months and formulated an articulation of content, 

competencies, and preparation for assessments such as the geometry SOLs. On the other 

hand, Lynn engaged in adaptations at the micro level when she sought to know her 

students’ strengths and needs.  

 Moreover, her affirming attitude toward her diverse student population allowed 

her to understand the students’ wealth of knowledge and experiences brought to school. 

In this regard, Lynn stated:  

It’s being … you know, adaptive and knowing that if for some chance they didn’t 

get a topic, knowing that, OK, I need to spend another day. It doesn’t matter what 

my pacing guide says or what another teacher said, you know, my classes are 

different, you know, than any other teacher’s, and if I have to spend an extra day 

with my students, then I know I can spend that extra time with them. 

For Lynn, as a mathematics teacher, content mastery was attainable through different 

instructional events where she enacted a proactive skill set that focused on taking 

students’ feedback into account. When asked how she addressed students’ academic 

needs in the questionnaire, Lynn responded, “The students are constantly giving me 

 

 
intertwined thought and action. Furthermore, they represent a direct response by the teacher to individual 

learners and are deeply psychological because they play out in the provocative space between teaching and 

learning where anxiety, fear, and other concerns arise (Corno, 2008, p. 163). 
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feedback on their needs and knowledge of the content. It is given through poll questions 

and survey responses.”  

Teacher Perception of LAIY Students. Students’ voices were welcomed in 

Lynn’s online classes. Her inclusive and mindful aptitude was noteworthy when Lynn 

researched about best teaching practices that work. As Lynn strove to understand her 

immigrant students’ worlds, she reached out to both successful and striving learners. As a 

matter of fact, Lynn’s pedagogical approach was constantly changing, and this was 

evidenced as her teaching matched her students’ strengths, culture, and childhood 

experiences. Not only did Lynn wish her students were motivated to learn, but she also 

modeled self-regulation skills.  

During the observation of Lynn’s teaching, she seemed to be sitting next to the 

students. She approached geometry problems in real time to work them out with students 

through virtual interactions that resembled face-to-face interactions.  

I am always making sure I am understanding their needs present and future. I am 

always great about reaching out to students who are doing well and letting them 

know [they are doing a] great job. As well as the opposite, if a student is 

struggling, I reach out to them with help. I want all my students to do well. 

By reaching out to students in need, Lynn enacted her teaching identity as involver, 

negotiator, and engager. Lynn’s instruction sought to match the demands of 

mathematics/geometry instruction to students’ levels by urging her students to articulate 

strategies they used back in their countries of origin to solve math problems. She further 
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adopted the teacher expectancy effect or Pygmalion8-oriented mindset (Szumski & 

Karnowski, 2019), which she used to compensate for students’ prior negative experiences 

with math learning.  

In this regard, Lynn’s high expectations were communicated to all her students in 

the course syllabus where the different abilities, skills, and competencies were posted. 

Her views and expectations of Latina youth were no different from her expectations of 

U.S.-born students. Due to her observant stance, she noticed that most of her students had 

language needs, but that area of growth was also shown by non-Latina students. To 

elaborate on this point, Lynn emphasized,  

I typically don’t see them as any different than any of my other students, they 

[are] just a student of mine. Yes, maybe some of them have a little bit more needs 

than others in terms of the language, but I don’t try and call them out on anything, 

it’s just I teach them as I would [teach] a normal student and even a lot of times 

the vocabulary, even someone who isn’t Latina has the same issues. So, it’s the 

sense of making them even realize like, yes, you may struggle with this vocab, but 

it’s not you, it’s, you know, it’s a new [vocabulary]. Geometry is a new type of 

math, it’s like its own little language, everyone is struggling, trying to just make 

them understand. 

 

 
8 The Pygmalion effect or teacher expectancy effect (TEE) is rooted in the tradition of research within the 

different disciplines of social science that explore how interpersonal expectations create reality (Jussim et 

al., 1996). The TEE can be applied with individual students or at the entire classroom level, as it is 

intrinsically related to the role the teacher plays and how their expectations impact student’ self-perceptions 

of their abilities (Jussim et al., 1996, p. 1). 
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Despite Lynn’s attention to students’ language needs, her approach lacked color 

consciousness, and followed a “not everyone is normal” notion. While this might have 

presented an issue in Lynn’s stance, her praxis in the cross-cultural virtual setting 

involved student-centered cognitive and practical knowledge development. Therefore, 

she held high expectations for Latina students’ achievement, pushing them to incorporate 

ways of learning unique to their culture. 

Perceptions of Student Potential and Stressors. When asked to describe the 

Latina students’ potential, Lynn highlighted their strong work ethic and eagerness to 

learn geometry. In Lynn’s own words, “One of the biggest strengths is in the past I have 

found that they are one of the more dedicated to wanting to try the hardest in my classes.” 

Being cognizant about her students’ out-of-school challenges, Lynn incorporated 

negotiation-like interactions in her practice. Lynn engaged in high levels of teacher 

reflexivity. She studied and reflected on data obtained from previous and current classes, 

which added to her personal research-based best teaching practices that ensured student 

engagement and progress. “I can look at data from previous classes as well as reflecting 

and looking at [students’] grades and answers for each assignment. From the data, I am 

confident that I can then talk about how each student learns best.” Moreover, Lynn added 

that previous test scores served as indicators for progress monitoring; she collected data 

from previous courses and performance records on mastery of content that influenced 

students’ performance. Being cognizant that test scores from previous years might not 

represent students’ developed skills brought to the virtual setting, Lynn often assessed 
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students’ proficiency by tapping nontraditional forms of testing, such as surveys, 

Nearpod interactive activities, EdPuzzle, and Math Space. 

As an informed educator, Lynn was aware that some of her students had full-time 

jobs and demanding household responsibilities. Informed about how her students learned 

best and how to address their particular academic needs, Lynn decided to implement the 

flipped-model classroom, which is described in more detail below. In addition, she 

validated her students’ culturally built knowledge of mathematics by using her students’ 

culture as a point of reference for learning geometry. In the same vein, Lynn consciously 

avoided including content unfamiliar to students or activities she did not consider would 

serve them well. Regarding the teaching of geometry-related vocabulary, Lynn 

expressed, “It’s a lot of just making sure that they are understanding, and especially with 

the Latino population it’s … like I said, it’s the vocab, and it is very difficult.” To achieve 

this, Lynn invested time in knowing what students were able to build upon and used 

culturally related resources that other teachers might overlook. 

Effective communication was vital during distance/online teaching. In her efforts 

to reach out to students, Lynn proved to be an inclusive educator whose gaze identified 

each learner according to their needs. She sought ways to engage students in virtual class 

Zoom meetings. Lynn understood that to communicate effectively with her students, she 

needed to do so in a personal way. She was keen on utilizing tools such as Remind 

messaging and the Schoology virtual platform. Lynn openly discussed with students the 

primary assignments that needed to be completed, and how she would help them if they 

had limited time available due to holding full-time jobs. In this regard, Lynn elaborated,  
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I send out Remind messages of updates anytime they have homework. I send out 

a Remind to them like, “Hey, this was your homework,” and then since I have 

every other day, so if they got homework Tuesday, I will send them Tuesday and 

Wednesday those reminders. And I will say the population is good, if they need 

help, they do like the Remind to text you, so like they’ll message me, and I’m 

good about responding back. 

Evocative Change Maker. To evaluate her students’ content understanding and 

mastery, Lynn assessed students through polls, surveys, questions, and quick check-ups. 

Lynn’s interdynamic instruction hinged strongly on her early high school experience as a 

math tutor as well as her work with exemplary educators who mentored her in her high 

school years. A high school teacher was also an important role model who strongly 

influenced her passion for teaching mathematics and her drive to excel in her practice. 

From the initial interview and from data obtained in the observations, it was evident that 

Lynn possessed the expertise to design lessons for enhancing students’ learning. Being a 

mathematics teacher in a virtual classroom seemed to create opportunities for multiple 

learning arrangements that were constantly connected to prior knowledge. 

Lynn observed that her teaching had an easy transition to the virtual setting. 

Additionally, in the interviews she frequently brought into her mind her young teacher 

identity development when she mentored classmates out of her good heart. Because she 

was an evocative change-maker, Lynn considered it important to adapt to changes in 

virtual teaching in a proactive fashion. To be prepared for the transition, she invested a 

significant amount of time planning, organizing, and integrating resources in her virtual 
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Schoology classes. The virtual class observations showed that Lynn’s students were 

engaged in their learning tasks. To obtain authentic performance data, Lynn emphasized 

the importance of communication with students prior, during, and after online classes. In 

particular, during the 55-minute class, both teacher and students interacted with each 

other as Lynn modeled problem-solving strategies using an interactive notepad, a 

document camera, and Whiteboard.fi, a digital interactive whiteboard allowing students 

to use drawing, text tools, and math language. Hence, students’ participation denoted a 

sense of self-efficacy and a desire to take risks. 

Throughout the lesson, Lynn had the uncanny ability to maintain her students’ 

engagement while sharing their work and showing the procedures they used to work 

problems out. Problem-solving skills were modeled constantly, and different ways to 

cross-check for understanding were used. As Lynn posted new math problems, she 

walked through the solving steps with her students by reading and thinking aloud, thus 

offering students opportunities to show their work and take agency in their learning for 

mastery. The innovation in Lynn’s class responded to her personal experience as a math 

student/tutor in her high school years as well as her reading research on best teaching 

practices, which she obtained through the National Council of Mathematics Teachers. 

Flipped-Classroom Model. It was observed that Lynn’s class was a space for a 

dynamic exchange of teaching and learning. The theoretical part of the class was 

methodically introduced through videotaped class notes provided to the students before 

the actual virtual lesson. A bricolage of instructional tasks was systematically introduced 

to address the wide range of students’ math abilities in class. While students worked 
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creatively with the tools and resources provided, Lynn’s adaptive teaching was enhanced 

by the flipped-classroom model implemented to reinforce students’ mindset regarding 

geometry learning.  

Because Lynn was cognizant of how her students learned and what practices were 

more effective, she set up the learning routine to encourage students to come to class 

prepared to pose and answer questions. That meant that all her students had access to 

content anytime and anywhere. The students’ computational thinking and problem-

solving skills were addressed and nurtured as she orchestrated differentiated instruction, 

meeting students at their level of performance. 

Student-Oriented Planner. To monitor her students’ mathematical readiness, 

Lynn curated the needed resources and tools beforehand. However, she expressed her 

concern about students’ access to out-of-school learning materials. She made decisions 

that would require evidence that students were showing their work. In her daily practice, 

she incorporated several virtual learning tools such as Math Space: 

It’s an online program where they’re able to practice. And the big focus on Math 

Space does ... not only do they have to type their final answer, they can type their 

process into this program, and it can tell them like exactly what step they’re 

getting something wrong. Like up to this step you are good, and at this step you 

have a misconception. It is built into that program. They have diagnostic tests that 

test them on the current classroom, to test them on geometry if they’re in 

geometry, but it also tests them on Math 8 and Math 7 concepts as well. 
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Other tools and resources Lynn used were Google slides, Padlet, premade videos, and 

EdPuzzle, a site that tracked students’ progress. She also pondered her students’ usage of 

tools that would give them answers to problems without their knowing the content:  

Teaching online math makes you think more about what students have outside. 

Some tools help students get the answers without knowing the content. I like to 

make decisions or assessments where students need to provide work so I can 

make sure the work is theirs. 

 By allowing students to reach out to her prior to class, Lynn set up her students 

for success and contributed to their taking agency in their learning. A positive experience 

of learning mathematics at school has a profound impact on students. As a geometry 

teacher, Lynn created a situation for students’ success and creative development, which 

was evidenced in her approach and adaptive teaching. Lynn’s lesson design addressed 

students’ numeracy level as she provided multiple paths for learning. Her lessons were 

student-centered, with detailed explanations that added to the consistency of the content 

presentation and encouraged students to address tasks with sustained attention to detail. 

Virtual Teacher Persona. In the context of teaching virtually, Lynn identified 

multiple challenges regarding student engagement: at-home learning distractions, holding 

full-time jobs or babysitting younger siblings and relatives during instructional time, and 

limited out-of-school math materials. These constraints added to the socioemotional 

needs of students and made Lynn sensitive to the need for students to reach out to her 

prior to class. Furthermore, in distance teaching, Lynn was committed to communicating 

with students to both praise their performance and offer customized support. As seen in 
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the observations, she led her students to use language-responsive mathematics through 

problem-solving strategies shown on video (shown through brain breaks) and shared 

during class time. For Lynn, the move into virtual teaching occurred smoothly, setting up 

students for content mastery through the flipped-classroom model.   

 Lynn’s implementation of the flipped classroom grew out of self-directed research 

on what worked best for her diverse learners. This disposition was also related to her 

teacher persona and teaching philosophy. When asked to describe her online teacher 

persona, Lynn articulated:  

I think online you have to be a little bit more, like, energetic to get the students 

interested. Because like when you’re in person it’s a little bit different, but when 

it’s virtual you need to keep them intrigued. I feel it’s more of putting on a little 

bit of a show. I’m looking at what’s new and exciting out there, like I’ll be 

looking at teachers’ videos, like what has someone done that their students really 

liked virtually, just to try to bring in to keep the students interested. 

This description denoted that Lynn had a great capacity to use her curiosity, creativity, 

and expertise to make mathematics content accessible to all her students.  

 Passionate Math Teacher/Learner. Sharing her passion for math, Lynn reached 

out for her math teacher virtual toolbox, opening safe spaces for students to access 

lessons designed from a social justice lens. As she worked to bridge the gap between 

students who mastered geometry concepts and those developing their skills, Lynn enacted 

a plethora of teacher-student interactions intended to guide students through 

mathematical thinking and processes.  
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So, what really works for my students is I have started to incorporate a lot of 

different ways for them to respond and answer questions in class. At first when 

I’m doing a problem, I don’t like to just go through it, I go through maybe one 

example. [I tell students] I’m gonna walk through here and see how we do one 

problem, but when we get to questions two and three that is when we’re 

practicing, I’m always like, “OK, what do I gotta do first?” Now, that I’ve done 

this, I’ll throw in like, “Oh … here’s a mistake,” like I know I did the mistake to 

see it if they’ll even catch it, you know, and a lot of times they’ll call it out, 

they’ll be like, “Oh, you did that wrong” or “You’re forgetting this,” and I’ll be 

like “Yes!” I also use the reaction buttons on Zoom, I’ll look and say “OK, here’s 

a multiple-choice question, you know, give your reaction, that would be your 

answer,” so rather than having them type ABC or DEF, in the chat they can give 

their reaction, to a true or false. 

It was interesting to learn that Lynn did not observe major differences between her in-

person and virtual-only pedagogical approaches. Instead of focusing on the deficit that 

distance teaching might have caused, Lynn delved into the opportunities found in real-

world math application lessons through distance teaching. 

Content and Process-Based Expert. During the observations, I also noticed how 

Lynn integrated her content-specific knowledge, routines, motivational tendencies, and 

goal-oriented approach. While she proposed a given math problem on the screen, Lynn 

made sure that each student had their own copy and she could see each student in action. 

Then, Lynn engaged in purposeful internal dialogue, which further invited her students to 
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join her in a recurring problem-solving strategy conversation. Through rich mathematical 

discourse, Lynn offered opportunities for interactive work that met students’ levels of 

geometry mastery. 

Technology expertise was another attribute that contributed to Lynn’s 

instructional approach. She referred to herself as “tech savvy” and knowledgeable about 

the types of technology available for geometry teaching. Lynn’s teaching effectiveness 

was closely related to the virtual teaching tools integrated in her lessons. To the interview 

question “What strategies have worked for you as an online/distance teacher?,” Lynn 

responded:  

I’m really big into technology, so I am always like looking at new technology, 

and I don’t like to have to deal with a book. The technology has more stuff, more 

through the computer and through, you know, the other ways. So, it’s really 

especially important even when I’m teaching the basic phase that their lessons get 

done over technology. I’m not being in the physical teacher setting who can see 

their practices all done. It’s through technology like Google forms or Ed Puzzle 

program where I can see their work, rather than here’s a piece of paper to solve 

the problem. 

Reflexive Teacher. Returning to discussions on her decision-making, it was clear 

that Lynn engaged in reflexivity, pondering the enhancement of best methods for 

teaching virtual math. Despite her interactive classroom management in virtual teaching, 

Lynn did not hesitate to indicate that she wished she had implemented the flipped-

classroom model prior to Fall 2020. Her reflection intended to focus on her diverse 
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students’ needs, whose broad range of geometry knowledge and language proficiency 

levels impacted the learning outcomes. When asked what she would have done 

differently this semester, Lynn said,  

I think I would at first, I would have started my flipped classroom earlier than I 

had with my classes. So ... last year was my first year doing flipped with my 

honors geometry, and I only started about somewhere within the second quarter 

was almost probably when the semester had ended. So I wish I would have started 

maybe a little bit sooner, so that this year I would’ve had a little bit of the 

feedback of how it went from the beginning of the year, ‘cause I started 

somewhere around it when I was in unit three, and so I have a couple of units 

where I haven’t done it at all flipped. And it would have been nice to have that 

feedback of how did it go when we were in face to face, like what lessons went 

well, what do I need to do a little bit better on those, rather than letting this year 

be a guinea pig for, you know, those first few units. 

Teacher Negotiator to Teach Equitably. Throughout her years of experience 

working with immigrant students in high school grades, Lynn developed a pedagogy that 

was responsive to students’ feedback and evaluation of her teaching practice. In order to 

enact equity on student progress, Lynn’s priority was to focus on student work quality. 

To achieve this goal, she negotiated exemptions and created a sort of teacher-student 

learning contract. This approach reflected not only the micro-adaptation of her practice 

but also the pedagogical flexibility much needed by her working students. In particular, 

during pandemic teaching, equity-oriented teaching practices were paramount to address 
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the disproportionate numbers of high school students who were proficient in 

mathematics.  

For Lynn, holding high expectations also meant a commitment to reach out to 

students whose home worlds differed from their school worlds significantly. While Lynn 

maintained an equitable stance toward teaching all her students, she reflected:  

I think the biggest challenge for them is, the students, that the parents rely on 

them as babysitters or they have a job as soon as school ends. So I have had 

students that I’ve reached out, then I’m like, “OK, your grades are a little 

suffering right now, you’re doing well.” And I was making sure like they’re doing 

well in class, they’re participating, like you know what is I said, is there an issue 

outside of class that you know is. And someone would say, “Well, my parents 

rely on me to babysit when I’m not in school so they can work,” or “I have to 

work to support my family as well.” And so that’s the biggest challenge I’ve 

noticed, and I’ve been very adaptive with those students. So if I see that’s an 

issue, I’ll look and say, “OK, well, you had these three assignments, I can cut out 

a couple, you showed me in class you’ve understood this topic. It’s a previous 

topic, we can all exempt you from that and let’s focus on more the bigger things, 

like these quizzes, can you do these quizzes for me? [Can you do] the ones that 

are more necessary.” 

Consequently, Lynn’s approach communicated a sense of self-efficacy. No matter the 

challenges posed by distance/online teaching, her approach reflected her own enjoyment 

of learning and teaching mathematics. Within Lynn’s student-driven approach, students’ 
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cultural knowledge was valorized, while their developing mathematical skills were 

nurtured to help them attain agency in their learning. 

 

 
Figure 8 

Lynn ECAT Interdynamic Wheel Matrix 

Note. The inner circle shows Lynn’s core philosophy. The middle circle depicts 

characteristics of her pedagogy. The outer circle shows her skill sets and action sets. 

BTP = best teaching practices; IC = intercultural competence; Sts = students.  

 

 The interdynamic ECAT wheel matrix (Figure 8) resulting from analyzing Lynn’s 

data provides the core values of her virtual teaching practice. At the center of the matrix, 
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two elements stand out: first, Lynn, as a student-driven educator, enacted a differentiated 

approach based on students’ viewpoints of their learning and her teaching. Second, 

Lynn’s pedagogy was fundamentally based on best teaching practices, which determined 

her effective approach and allowed for sustained change and attention to progress. 

 The second wheel from the core presents Lynn’s dispositions and commitment to 

empowering her honors geometry students. During her teaching, it was evident that Lynn 

was an evocative change-maker. Being cognizant that her students faced difficulties 

learning math or brought negative experiences from previous years, Lynn supported her 

students’ intrinsic motivation and instilled a sense of self-efficacy, ensuring that content, 

even novel and challenging, made sense to the students and was applicable to their 

worlds. 

 The outer layer features the student-teacher interactions occurring during the 

learning events. As Lynn paid sustained attention to students’ needs, she adjusted her 

instruction by involving students through questioning and access to mathematical 

language prior, during, and after class. Relatedly, Lynn shared power with her students in 

the decision-making process by negotiating assignment completion expectations with 

respect to their outside-of-school responsibilities. While maintaining a focus on essential 

geometry standards as well as strategies that worked, Lynn avoided giving students 

busywork. She focused on quality of work and student buy-in to priority standards 

through a discourse where students’ voices were heard.  

The micro-adaptations that Lynn made in class reflected her responsive teaching 

approach. Relying heavily on research-based teaching practices, Lynn collected evidence 
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of student progress to provide on-time feedback, nurturing her students’ sense of self-

efficacy. Finally, students’ access to prerecorded theoretical explanations, interactive 

virtual tools, shared screens, internet, and laptops put them in an optimal online learning 

environment. The teacher expectation effect on Lynn’s part provided students with 

positive learning experiences highlighting their progress, praising their performance, and 

prioritizing each student’s academic growth.  

Rose: “This Year, I Have Really Been Trying to Encourage Students to Communicate 

or Advocate for Themselves.” 

Rose was a commercial photography teacher in the CTE program. She had 

worked at the school for 7 years and been CTE department chair for 3 years. As the 

commercial photography teacher, Rose had 104 students in six classes: three Photo I 

classes, one Photo II class, and one Photo III class. Even though she was assigned an 

additional planning block to perform her duties as department chair, Rose decided to also 

teach an AP Studio class, which offered independent study designed for students with 

advanced photography knowledge. Most of these classes included the maximum capacity 

of 25 students. Of her 104 students, 67% had Hispanic-origin backgrounds. 

Rose was born in Montana and lived there until her adult years. In the 

questionnaire, she identified herself as a White female educator. She attended the local 

public school and university there. After graduating with a Bachelor of Fine Arts degree 

from the University of Montana in 2008, she pursued a master’s degree in Irish studies at 

the Catholic University of America in Washington, DC. As part of her studies, she lived, 

studied, and worked in Dublin, Ireland, for 4 months. During her visit to Dublin, she had 
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the opportunity to travel to countries such as England, France, Scotland, and Germany. In 

her own words, “I’ve always had a travel bug and like to experience different places.” 

When she obtained her degree in 2010, she decided to relocate to Virginia after finding a 

teaching position at the high school where she was working during this study. Four years 

later, in 2014, Rose enrolled in Montana State University to earn a master’s in education 

with a concentration in curriculum design and instruction, and received her degree in 

2016. 

While growing up in Montana, Rose was exposed to Native American culture. 

Her school implemented a K-12 Indian Education for All curriculum. Such exposure 

encouraged Rose to learn about the heritage of Native Americans in a culturally oriented 

approach. Her studies included areas related to culture, history, art, science, and folklore. 

Likewise, she lived in Big Horn County, located near the Crow Indian Reservation and 

Yellowstone County, Montana. Years later, she spent time traveling around northwest 

Montana as a visiting teacher, gaining field-based experiences at schools in the Salish 

Kootenai/Flathead Indian Reservation. Thus, she was exposed to the Salish language, 

which appeared on street signs to cultivate the important role of the native language. 

Great High School Teachers. Rose remembered having great teachers in high 

school. “I had some very amazing teachers that brought me up. I actually got to student-

teach under one of my favorite teachers.” While being mentored by her favorite art 

teacher, she developed a keen curiosity about printmaking. She was also motivated to 

pursue her interests and express herself through art. Years later, this teacher provided 

support to Rose throughout her master’s degree studies, and mentored her once again 
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during her first year of teaching. Rose was also inspired by her high school photography 

teacher, who taught her about the technical aspects of art photography. This photography 

teacher maintained a free-spirited stance and a hands-off teaching approach. Rose 

recalled:  

I did have a photography teacher in high school as well. But he was very loosey-

goosey. I am impressed to learn as much as I did about medium at that time. What 

I learned to do on film, I teach my students digitally. 

Rose’s observant stance reflected student-centered dispositions learned from her art and 

photography teachers. Likewise, when Rose was developing ideas about her 

distance/online lessons, she remembered the teachers whose philosophies were inspiring 

to her. 

Deciding to Be a Teacher. Regarding her teaching history, Rose’s memories 

related back to her mother, a teacher herself:  

My mom was actually a teacher, and she hated it, like her entire career. I did not 

want to go into teaching. I actually did an extra year in my undergrad education in 

which I was kind of torn between Irish studies or art education, like obtaining a 

certification then. But, I recall thinking, I don’t want to go into education because 

that sounds terrible. 

Therefore, Rose was hesitant to go into teaching at that time, and she decided to take Irish 

studies at the University of Montana for a year.  

Reflecting on her decision to eventually enter the field of education, Rose 

expressed that she pursued teaching due to her community-oriented mindset:  
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I really liked getting into the community of arts, I really wanted an opportunity to 

teach studio arts that are more time and studio intensive to kids who don’t really 

get an opportunity to do these things, so like ceramics, screen-printing, and 

photography. I wanted to give kids the creative outlet, and give them access to 

opportunities that otherwise they might not be able to experience. 

Consequently, Rose jumped at the opportunity to enrich her learning by obtaining her 

license to teach visual arts in grades K-12 in Montana schools. For Rose, creating 

opportunities for students to engage in their communities was essential. As she strove to 

introduce students to the field of commercial photography, Rose highlighted her teaching 

role. She aligned her passion for art with predispositions to create networks and support 

systems that validated her students’ artwork. 

Early Teaching Experience. During her mid-20s, Rose took an opportunity to 

join the Traveling Press program sponsored by the Zootown Arts Community Center in 

Missoula, Montana. The program implemented a floating classroom strategy, an 

approach seeking to share art-based knowledge by opening up “spaces” within schools to 

cultivate art-based interests among students. Rose connected with art educators at 

different schools. In her words:  

I got to do Traveling Press with a friend of mine in rural Montana, where we went 

around in high schools, elementary schools, middle schools, and we did 

printmaking with these classes. I just really enjoyed teaching art. I didn’t know 

about teaching anything else, but I loved teaching art stuff. 
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This early positive teaching experience provided Rose connections with in-service art 

teachers and shaped her identity as an educator whose purpose was to share her passion 

for artwork. Rose learned the importance of exposing students to art creatively, using 

their unique perspectives. She shared her experience with printmaking: 

The Traveling Press was a one-off class with the students we encountered. It was 

a visiting artist talk, and we were temporary guests in these classrooms. Our goal 

was to give those students an opportunity to experience art from a new 

perspective. I guess that’s what I am always striving for. 

As a result of having the teachers’ support and professional trust, she benefited 

from the traveling program and became part of a network supporting her teacher 

development. During the interview, Rose stated that she belonged to a Facebook network 

of photography teachers where they shared best teaching practices, resources, and tools 

that allowed for artistic and professional student engagement.  

Teacher Philosophy. In Rose’s current role as a commercial photography 

teacher, she sought to expose her students to various learning tasks aimed at preparing 

them for academic attainment and professional growth opportunities. She maintained an 

instructional vision founded on high expectations for all students. By enacting self-

improvement attitudes and active school-based community engagement, Rose 

implemented skills that she expected students to develop. During the observations, she 

posed questions and entertained ideas to engage students. Moreover, seeking 

individualized student engagement, Rose cultivated an equity-oriented mindset to expand 
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their self-perceptions as essential community members. She identified her objective as 

follows:  

To give students a sense of value in their perspectives and experiences. I want 

students to try new things, tackle experiments, and accept failures or struggles as 

a learning opportunity. I also want to give them a voice and skills they can apply 

in the real world. 

Aware of the media exposure her students got in their daily lives, Rose focused on 

promoting visual literacy through photography. She further said,  

What drives my teaching as far as photography is concerned is that I want kids to 

engage and think about what is happening around them. I want them to be able to 

interpret visual culture critically, because there’s so much information that you 

can pick up on without having the words. 

By enabling her students to think critically about the hidden messages in visual culture, 

Rose modeled her critical-thinker persona and opened a safe virtual learning environment 

where students could enhance their interpretations of advertisements, branding, and 

videos. 

Visual Literacy. During the observation, Rose provided an example of how to 

apply visual literacy skills to analyze media and videos from the 2020 elections. In this 

case, Rose engaged her students in visual culture analysis by stimulating their attention to 

details about their surroundings and urging them to think critically. She pondered the 

intentions behind the scenes to create awareness on how videos impact the audiences’ 

choices:  
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During the election, I was noticing that Kamala Harris was doing an interview … 

when they were doing the Amy Coney Barrett interviews, that she, Kamala, 

appeared under bad lighting, a terrible background with all these flags, probably 

blocking out something in her office. Her outfit clashed with the flags, and the 

lighting was just bad! And, I thought to myself, “There is no way you’re telling 

me that she doesn’t have somebody on her staff that would inform her, ‘We need 

to get you a ring light.’” I think that was a conscious decision. 

Rose’s approach was rooted in the belief that her students deserved and could achieve 

high levels of reflection and critical thinking. This lesson also added insights into how 

her students made meaning of the election’s context in commercial photography class 

discussions. Moreover, such discussions sought to encourage students to understand 

themselves in relation to their immediate community, given the racial, class, and political 

dissonance at that time. 

Rose’s emphasis on visual literacy lay in the need to prepare students to critically 

distinguish the subtle messages conveyed in images and media. Because visual literacy is 

a form of critical thinking, Rose tackled her students’ diverse perspectives to understand 

the societal values and beliefs embedded in images. Hence, during the observation, Rose 

directed students’ attention to form, ideas, symbolic representations, and interpretation of 

photographers’ artwork. Furthermore, she utilized the language of visual literacy, 

teaching students words related to the elements of art—color, line, shape, space, and 

texture—as well as vocabulary related to visual design principles such as balance, 

proportion, rhythm, movement, unity, and harmony. 
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Teacher Identity. Teacher philosophy and teacher identity went hand in hand to 

explain Rose’s pedagogical approach. Regarding her teacher identity, Rose said:  

One of my role models at our school has been a colleague for connecting with 

students. I love her tough-love approach. I don’t think I do it quite as well as she 

does. I have noticed that we have to establish a circle of trust … when it comes to 

my students, I would immediately be willing to give them opportunities to try, 

retry, and fail in order to learn. 

Because Rose’s artistic skills developed in a safe learning environment, where failure 

was an essential part of learning, she was able to create similar opportunities for multiple 

explorations in her virtual classroom. This predisposition allowed for the development of 

her students’ unique artistic skills. In the same vein, Rose did not identify her perception 

of students’ artwork as right or wrong. On the contrary, she delved into offering students 

multiple attempts to develop their photographic skills and learn from constructive 

feedback. 

In her teaching, Rose recognized the unique identities of her culturally diverse 

learners. Her responses to the online questionnaire provided insight into how her 

traveling and visiting teaching experience shaped her identity as an art-based 

photography teacher. She consciously planned to incorporate attributes of respect, 

openness, curiosity, and discovery in her teaching, Rose remarked:  

I firmly believe that every student has a unique perspective to contribute to class. 

That’s what makes the community dynamic. If all parties are not respectful, the 

dynamic is tainted. Openness, curiosity, and discovery are mandatory components 
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to investigate, and my content area requires students to pursue interests, ask 

questions, and explore ideas with a willingness to fail to learn, that allows them to 

improve their work and professionalism. 

During the observations, Rose held conversations with her students about 

photographers’ personal identities, which influenced their photographic style and 

expression. She emphasized the uniqueness of their talents, motivations, and contexts. In 

all, Rose was determined to create a dynamic learning environment in her classes, 

reflecting the identity she built upon early interactions with great teachers. As a result, 

she invested in creating a culture of respect, trust, and fraternity.  

Opportunity Agent. In her daily teaching, Rose implemented learning activities 

to develop transferable skills. During the observations, Rose stimulated her students to 

become risk-takers and deal with failure in positive ways. She also validated her students’ 

array of experiences, knowledge, languages, and ways of expression. Having been a 

student teacher at her former high school, Rose had opportunities to learn effective 

pedagogical strategies. No matter what mistakes students made, Rose was always willing 

to give them another chance. This type of support offered students opportunities to learn 

from mistakes, reflect on actions, and hold themselves accountable. Rose explained, “If 

they screw up, I just want them to use it as an opportunity to improve themselves, and 

then find a chance to write about it in their reflections.” Consequently, students in Rose’s 

classes could benefit from opportunities to develop self-awareness skills to understand 

that lessons could be learned from mistakes.  
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Her modified instructional approach focused on guiding students to discover their 

worlds through photography and express themselves through images. During the 

observations, she always challenged her students to take risks, using the professional 

camera to bring along their views as culturally diverse learners through images and print. 

Empowering students to generate self-improvement opportunities, exploration, and active 

community engagement was paramount in Rose’s teaching.  

Equity-Oriented Approach. Rose not only taught her students technical skills, 

practical techniques, and theory-based knowledge, but also took an equity-oriented 

approach. She taught transferable skills that supported creativity, collaboration, 

communication, and critical thinking. As she promoted 21st-century skills necessary to 

make them producers of high-quality work, she sought to instill in them an 

entrepreneurial spirit. Rose endeavored to level the playing field for her students by 

sharing group-work projects and hands-on learning products that addressed their learning 

styles. In this respect, she asserted:  

Also, [I am] teaching technology skills, I have to start from the ground, and teach 

them how to just even submit a file, or explaining what a file is, so those are 

things that they kind of know, but they take for granted, they need to be aware as 

they continue through their education, and I mean … even if they don’t go to 

college, these are things they need to understand.   

In her teaching, Rose strove to see her students implement transferable 21st-

century skills while maintaining an equity-oriented mindset. This predisposition 

suggested that preparing students for current and future challenges was a vital part of her 
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teaching philosophy. A consistent characteristic of Rose’s teacher identity was her 

willingness to level the playing field. Rose’s persistence in meeting her students’ outside-

of-school needs and demands was evidenced during the three observations. Furthermore, 

her proactive engagement with personnel such as school interpreters, co-teachers, 

counselors, and administrators ensured two-way conversations supporting students’ 

language, academic, and personal needs. 

  In her efforts to create an equity-oriented teaching approach, Rose maintained 

ongoing communication with other educators in the art department at school, in the 

district, in the state, and in the country. For her, equity meant providing access to high-

quality instruction and having students learn with professional cameras and tools they 

could check out at the beginning of the school year. Taking into consideration her 

students’ access to technology and tools for virtual learning, Rose reflected:  

I have made efforts to provide cameras to all students, as I feel it is important for 

students to have professional tools to practice professional strategies. This 

accommodation is not something that gets provided by other schools in the area. 

Many photography programs require students to provide their own cameras or 

only have enough for a class set. By providing professional equipment to students 

to use, I hope to provide an equitable learning experience for students. It levels 

the playing field, and gives every student the same starting point related to 

technology and access. 

Rose regularly posed questions during her lessons and provided ample 

opportunities for students to express their talents and creativity. Likewise, she used art 
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photography to initiate conversations critical to building trust and a sense of belonging 

among her students. During the observations, Rose consistently encouraged students to 

depict their daily lives in their photography, empowering them to take ownership of their 

home realities in creative ways. This stance aligned with her community-oriented 

mindset, in which she sought to appreciate the vibrancy of her students’ cultures by 

welcoming their individual identities into the learning process.  

As part of a lesson in Photography I/Composition class, Rose introduced a Puerto 

Rican-origin photographer, Omar Z. Robles. She presented the artist’s work in a 

biographical video to observe his unique perspective and the context for his art. In this 

lesson, Rose’s intentional teaching involved instilling a sense of social awareness of the 

devastation caused by Hurricane Maria in Puerto Rico in 2017. She encouraged her 

students to understand that photography could tell stories without the use of words. 

Robles captured ballet dancers through performative dance photographs in the video, 

depicting them in multiple settings and areas affected by the hurricane. The dancers 

assumed harmonious poses, juxtaposing movement and beauty within the chaos. While 

her lessons were aligned with the state curriculum standards, Rose was adamant about 

incorporating multidisciplinary topics and themes to enable her students’ competencies. 

Furthermore, through this video, Rose taught her students the importance of validating 

their culturally diverse backgrounds while developing their photography skills. 

Teacher Advocate. In Rose’s pedagogical practice, reflections on everyday life 

concerning justice issues were discussed. She enacted an observant attitude that helped 

her identify whether her students were struggling to understand the lessons, and provided 
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multiple paths for learning and developing soft skills. Determined to help promote 

students’ self-advocacy skills, Rose indicated that her lessons were designed to follow a 

routine-based structure, incorporating learning tasks that maintained students’ prolonged 

attention to detail. 

 Regarding the development of soft skills, Rose showed an innate desire to give 

students multiple exploratory opportunities and decision-making power, which 

contributed to her students’ positive and constructive interactions. “The Career and 

Technical Education program has soft skills built into the competencies for every 

course,” Rose explained to her students. “Commercial photographers, you are your 

product, and if you cannot use soft skills to interact with people, you won’t be successful, 

that is, you can use softs skills in communications and self-advocacy.” 

In advocating for her students, Rose characterized the school as a conservative 

community influenced by historical traditions that seemed to perpetuate a deficit-oriented 

mindset toward immigrant learners. To engage with her students’ interests, Rose 

contributed as a photography and visual arts educator to the school Scoreboard committee 

and the Community Connection Network.  

In another instance where Rose explained how she advocated for her students, she 

expressed her concern about stressors and threats female Latina students faced that 

hindered their engagement with their schoolwork. Through maintaining open 

communication with students, Rose learned that some of her students were expected to 

babysit during school hours and some had full-time jobs after school hours. Rose 
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purposefully planned lessons with her students’ needs in mind, and was keen to be 

informed about her students’ outside-of-school demands and expectations.  

Rose described her empathy for students as well as her passion for creating 

opportunities by including real-life projects that strengthened communication, 

interpersonal, and professional skills: 

This year, I have really been trying to encourage students to communicate and 

advocate for themselves. I’m trying to be more transparent about everything. So, 

many of the skills I teach are transferable skills. I think that communication and 

skills are something our students lack. So being confident enough to reach out to 

somebody who is at a higher authority level than you is very scary. Especially for 

teenagers, and a lot of the time, they’ll just back off and let the pieces fall, and I 

don’t think they realize that if they take the initiative to communicate with other 

people, that they can get a better insight of how things work. They’re not going to 

get free passes, but they’re going to get a better relationship with their peers, their 

teachers, whoever. The first step of putting themselves out there, so I guess that’s 

one major thing that I’ve been trying to push this year. 

Because commercial photography courses were electives, Rose was mindful of 

her students’ intrinsic motivation for joining her class. During the interview, Rose 

described experiences influencing her teaching practice. It was clear that Rose’s 

interactions with great teachers inspired her to explore new contexts, expanding her 

perspective of intercultural expressions to create a circle of trust in her virtual/online 

classes. Those positive early experiences informed her instructional approach to fostering 
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the skills students required to engage in self-advocacy and assertive communication. She 

mentioned having learned from other art educators’ effective approaches. She was willing 

to incorporate other teachers’ strategies, sequencing, and materials, and enacted a growth 

mindset to create a dynamic virtual classroom community. 

Online Persona within a Network System. Regarding her online teaching 

identity, Rose self-identified as tech-savvy and a curriculum designer. Also, she 

perceived herself as someone willing to give students autonomy. She engaged in 

sustained reflection on her distance teaching approach and found some differences with 

her in-person teaching. “I reviewed video lessons I recorded last spring, which was at the 

start of the distance teaching period, and I think that the way that I interact this year is 

more exuberant than my teaching was last year.” Rose recalled her experiences as an 

online student and utilized her expertise in technology-based effective pedagogical 

practices, which included interactive digital notebooks, communication tools, and 

educational sites to support students’ developing skills. She described this approach: 

I went to a digital notebook PD at the beginning of the year, and I’ve been using 

that as a way to reinforce information or classwork with the students. The kids 

have to add definitions or image references. But I also started including 

assignments in their learning journals. The kids will load a contact sheet of, like, 

thumbnails, essentially, into the learning journal, and then I’ll link to their Google 

Drive folder, so that I can do a really quick check on all of their pages basically. 

So that’s one thing that I’ve developed. 
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Being cognizant of her students’ needs, Rose adopted transition techniques that 

allowed wait time for students to log in, settle in, and be ready to learn during Zoom 

virtual lessons. Additionally, she reflected on class routines she used in the past and how 

they had changed dramatically to address students’ needs. Knowing her students’ 

interests was another predisposition of Rose’s online persona. Her synchronous lessons 

were filled with teacher-student and student-student interactions, offering the opportunity 

for applying negotiation of ideas and decision-making skills. In Rose’s words,  

For the first 5 to 10 minutes of class, [I] will do a bell ringer and just play music, 

which is not something that I used to do before, I always liked the bell ringer part. 

In a normal year, I would have done the roll-taking within the first 2 minutes, and 

then it would be like… “Let’s get this going,” and now it’s kind of like, I give 

them that time to sort of, like, ease in, and get what they need to get ready for 

class to start. 

Teacher Cultural/Intercultural Knowledge. Rose was invested in providing her 

students with opportunities to pursue their individual interests and create their own 

perspectives on their photography products. Moreover, in her everyday teaching, Rose 

sought to use her students’ backgrounds and experiences as focus topics. Her sense of 

agency and student-centered teaching motivated her to gain a deeper understanding of her 

students’ realities and perspectives as immigrant learners through investigation. She 

stated:  

To give students a sense of value in their perspectives and experiences. I want 

students to try new things, tackle experiments, and accept failures or struggles as 
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a learning opportunity. I also want to give them a voice and skills they can apply 

in the real world. 

Such commitment was evidenced in the observations when Rose continuously 

opened the floor for discussion, setting up breakout rooms for small group discussions 

and peer support. Furthermore, to encourage her students’ motivation and commitment to 

self-improvement, Rose modeled emotional intelligence, resilience, and perseverance. 

During one observation, Rose took her laptop outside her house, sat on her deck, and 

provided her students with a real-world perspective of an image. She sought to capture 

their attention as she moved to a natural setting familiar to them. 

Being cognizant of her culturally diverse students allowed Rose to empathize with 

her immigrant students by showing cultural understanding. In reference to her 

experiences in Ireland, she said,  

I’m not sure I would go so far as to say these experiences were anything similar to 

what our immigrant students have experienced, but it makes me feel humbled by 

the kind of adversity and challenges they face coming into our school. 

Rose saw immigrant youth as students with potential, especially those who sought to take 

photography class as a means for self-expression. Addressing her students’ personal and 

socioemotional needs, she instilled a sense of belonging and self-efficacy that they could 

apply in their everyday lives. Likewise, in her desire to validate her students’ cultural 

background, she reflected on the lack of photographic role models for Hispanic students. 

Her efforts to plan for this gap were evidenced when she presented the video on the 
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Puerto Rican photographer, whose context-embedded photos were representative of 

dancers’ innate nature for self-expression.  

As a culturally and interculturally minded educator, Rose took a step back from 

authority and power, joining her students in the new distance teaching and learning 

experience. She asserted, “Power blinds people.” Therefore, she delved into her role as 

facilitator, connector, and integrator, honoring the multicultural experiences and 

knowledge among her students. She expressed that the power of engaging students in the 

learning process depended on the teacher’s capacity to meet them at their level. 

Therefore, she established links between students’ culturally-based creative knowledge 

and the interrelated skills she implemented in her lessons. To help her students safeguard 

their own work, she looked for a lawyer to teach them copyright protocols. She was 

invested in creating a safe haven where students could be proud of their creations and 

photographic products. 

Interdisciplinary/Transferable Skills. Regarding making decisions, Rose 

assured, “I’m always considering all the factors of trying to figure out what works for and 

why.” While Rose maintained a commitment to support her students by offering 

interdisciplinary content, she also was patient and observant of their performance. This 

stance allowed her to pinpoint instances when students were struggling or losing 

confidence.  

Responding to her leadership at the school as the CTE program chair, Rose 

concluded that students deserved more choices regarding the technical careers available 

at school. Such choices, according to her, should align with the students’ interests, sense 
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of discovery, and motivations. Regarding the programs offered by CTE, Rose said, “We 

want to offer programs that are valuable to our students who want to get into a particular 

workforce.” 

Rose’s reference to the transferable skills implemented in her Photo I, II, and III 

courses sought to establish an alignment between creativity, Common Core standards, 

and practical knowledge. Looking into pedagogies that supported her students’ 

knowledge creations, Rose went beyond solely implementing the state curriculum. She 

used her expertise to integrate cultural and intercultural competencies necessary for 

student progress. Thus, she revealed her nature as a change agent whose pedagogy 

mirrored a constructivist paradigm. Additionally, her philosophy and prior experiences 

drove her approach toward an inclusive and coherent focus on students’ can-dos. For 

instance, Rose articulated, “I moved out here, and I love, love, having these kids who are 

from different backgrounds, I love getting to see a little window into their perspective 

and experiences. I get to see how they view the world.” 

Art as a Tool for Self-Expression. Through her teaching, Rose encouraged her 

students to take on failures as part of the learning process. She allowed them to explore, 

express, and reflect on their surroundings. By doing so, she guided them to develop 

critical thinking skills to direct their path toward understanding their lives and future 

prospects. Rose planned and taught her lessons keeping all her students in mind, and she 

evaluated their performance, skills, and knowledge in non-traditional ways. Her 

interactive and creative student-led assignments enabled them to express their voices 

without fear. Rose used her approach to ask questions and integrate creative skills. She 
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helped her students develop a sense of self-inquiry and a creative attitude, which were 

reflected through actions and behaviors that empowered them. 

Sustained Reflection of Practice. Rose referred to her vital interest in knowing 

“what works.” As a reflective educator, she planned lessons integrating transferable 

skills. However, she challenged the conservative nature of the community and the deficit 

stance toward immigrant youth. Rose illustrated these existing tensions within the school 

and in the neighboring community. She understood her students’ personal, 

socioemotional, and academic needs, and recognized the necessity of developing the 

most appropriate context for her students’ self-expression, communication, and creativity. 

Furthermore, Rose’s sustained reflection urged her to articulate relevant skills 

such as content knowledge and analytical ways of thinking with the commercial 

photography curriculum. In the observations, it was evident that Rose conceived that both 

creative ways of thinking and content-relevant skills were needed to nurture her students’ 

meaning-making of their world. Rose focused on raising her own standards and 

maintained ongoing dedication to professional development and learning from other art 

educators. 

Empowers Students Beyond School. In her identity as a commercial 

photography teacher, Rose took the connector’s role. Her routine-based lessons and 

project-based learning integrated interpersonal skills students needed to navigate in the 

outside world. As a teacher focused on development of the whole person, Rose employed 

a three-way exchange between (a) the students in her classes, (b) the school translators 

and administrators, and (c) a network of art/photography educators in the state and in the 
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nation. Thus, she created a student-centered network to value her students’ creativity, 

artistic skills, and cultures.  

Asset-Oriented Mindset. Rose focused on equity and access for all students 

throughout her lesson planning, delivery, and extension. She worked to understand her 

students’ “silent struggle,” and urged them to deconstruct the negative sentiments 

imposed on them. Rose believed that her students brought cultural strengths that she 

intended to nurture through choices and opportunities tailored to their skill levels. For 

instance, Rose explained, “I’ve begun using choice boards for students to allow them to 

exercise strengths while also offering new tools and resources that students can 

experiment with for completing assignments.” By enacting an equity attitude, Rose 

modeled how to treat students and colleagues with respect, admiration, and empathy, 

skills she had developed in her early years. 

Additionally, Rose provided her students with pertinent information regarding 

courses and graduation requirements. Based on her equity orientation experience gained 

while working with immigrant students, the dispositions Rose enacted as a change agent 

focused on exhibiting the right level of leadership to propose change, but stepping back 

when necessary to share the playing field with students. Her equity and diversity stance 

was rooted in her ability to develop an asset-oriented mindset, using photographs to 

initiate hard conversations and addressing hidden messages in advertising and social 

media platforms. 

To foster access to curriculum and content, Rose implemented best teaching 

practices she learned with and from a network of art education teachers in the state and 
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the U.S. For Rose, immigrant students brought an array of rich cultural knowledge and 

artistic skills to her class, which she strengthened through collaboration and discussion 

tasks in project-based learning. Rose’s philosophy focused on work being done from 

various approaches to narrow the gaps of stereotypes associated with ELs. 

Student Worlds Embedded in Lessons. Creativity beyond the classroom was 

expressed in Rose’s lessons through her close attention to content-based knowledge and 

creative thinking skills. Her desire to offer multiple paths for discovery and learning 

about her students’ worlds provided Rose with the intuitive awareness of looking into 

their particular individual needs with purpose. Through the tasks integrated in her 

lessons, she sought to immerse her students in a context where self-expression was 

encouraged. She established a safe climate where students’ questions were answered, 

their needs were addressed, and their interests were enriched. 

Critical Thinker and Idea Promoter. Rose’s pedagogy took a social justice 

perspective as she strove to share the playing field, creating networks to support students 

in the community and beyond the school years. As an exemplary teacher whose priority 

was equitable education for her students, Rose examined her own lenses and looked 

critically at the school context and the nearby community to identify power and 

representation issues. 

Rose’s self-reflective stance enriched her pedagogy and her leadership role during 

distance teaching to engage in the equity discussion. The following quote is indicative of 

the community-based opportunities Rose put in place for her students:  
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I’m realizing I really want to expand my network of photographers in the field, so 

I’ve got former students come to talk about photography. But I’m realizing I also 

really want to try and find photographers who are willing to delve into these, like, 

cultural background conversations, and the equity piece. I really have like this sort 

of tough conversations with the kids with that perspective of where they’ve been, 

and what they have experienced, and how it’s changed the way that they operate 

as a photographer. 

Her intentional teaching emphasized students’ opportunities to create something 

that gave them personal satisfaction and made them feel valued in the school setting. 

Rose was committed to her students and the school community and had a natural 

predisposition to seek one-on-one understanding. Providing her students with the ability 

to express themselves through images when their voices were silent made Rose aware of 

the challenges they faced in their lives. 

By persevering when issues arose during virtual teaching, Rose modeled 

resilience and an eagerness to continue improving. During the observations, I could see 

how Rose led her students to use tools adequately, to think critically, and to solve 

problems that depicted possible scenarios in the workplace for those who had full-time 

jobs. She modeled skills for being an effective communicator, collaborating with peers, 

and learning to expand one’s creative thinking to capture their sentiments in relation to 

their unique at-home surroundings. 

When asked about her effective strategies when working with Latina-origin 

immigrant youth, Rose mentioned the following: 
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Inviting the translator to provide support in office hours, requesting translations, 

doing breakout rooms so that I can have one-on-one conferences with students. 

This [strategy] has been one of the best solutions to getting students involved and 

communicating with me.  

Rose extended the discussion by suggesting that the immigrant students in her classes 

could become self-advocates as they developed a readiness to articulate their questions 

effectively. She further stated,  

I recognize [that] in this situation the students were very motivated to pursue 

asking questions, and getting the answers needed. I know that not all students feel 

that they have a voice as immigrant-origin students, but it is my goal to promote 

that self-advocacy, and encourage students to communicate with each other, 

collaborate, and communicate with me in order to do so. 

In the interviews, Rose addressed issues and core stressors that immigrant 

students faced along with academic responsibilities in high school. Meeting teachers’ 

expectations and adopting their newly acquired EL identity might trigger a sense of lack 

of self-confidence. For Rose, the silent struggles that some students experienced could be 

prevented. As part of her pedagogy, she sought to reach out to students, negotiate with 

them, and share her love for photography and visual literacy to prepare them for the 

outside world’s challenges. For Rose, immigrant students’ resilience was not only 

admirable, it was a trait she honored through her teaching.  

To summarize Rose’s pedagogical approach with Latina students in 

online/distance learning, Figure 9 shows the core values and content-specific teaching 
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strategies evidenced in the observations of Rose’s class. Rose’s teaching involved an 

equity-oriented mindset, lessons, learning tasks, and projects integrating elements rooted 

in digital literacy; she strove to promote understanding of the broader context through 

discussions and reflections. As a network creator, Rose modeled productive ways to 

utilize social media, fostering connections with the near and far community. Rose also 

aimed to give students choices to express themselves critically, develop culturally 

embedded ideas, and share their stories through photographic art. Students had 

opportunities to learn from their new virtual environment and reflect on subtle messages 

shared in popular culture, branding, advertisements, photography, video, and social 

media. In showcasing the photographic work of her students, Rose facilitated IC, where 

awareness of each other’s voices and products is essential. Rose incorporated examples 

of human resilience by sharing photographers’ biographies, techniques, and products. By 

posing questions about ethics, values, and character, Rose sought to instill in her students 

a sense of responsibility as global citizens. In sum, Rose’s orientation fostered a creative 

outlet for students and a space where their identities were welcomed and nurtured. 

 



 
 

248 

 

 

Figure 9 

 

Rose ECAT Interdynamic Wheel Matrix 

 

Note. The inner circle shows Rose’s core philosophy. The middle circle depicts 

characteristics of her pedagogy. The outer circle shows her skill sets and action sets. IC 

= intercultural competence. 

 

Cross-Case Analysis 

This section presents the cross-case analysis and discusses the study findings by 

implementing connecting strategies with findings previously identified in the within-case 

analysis. This analysis highlighted insights relevant in each single case to analyze 

specific discoveries from all within-case reports (Merriam, 1998). Sub-codes, codes, 
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themes, and overarching themes called categories were juxtaposed to identify distinctive 

patterns. I compared codes and sub-codes from each ECAT case to the four research 

questions. To address the first research question, ECATs’ cultural, cross-cultural, and 

intercultural (C/CC/IC) practices were observed, recorded, and analyzed. Figure 10 

shows the themes with highest frequency across the four ECATs as revealed by the 

Dedoose-generated cloud. An exploration of ECATs’ awareness of students’ realities and 

knowledge of their multidimensional needs is presented in this regard. 

 

 

Figure 10 

ECATs’ Dedoose Cloud 

 

Findings Research Question 1: ECATs’ C/CC/IC Practices 

What C/CC/IC practices do ECATs implement in their teaching? 
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The cross-case analysis report indicates that the ECATs in this study adopted 

predispositions that helped them develop a series of instructional approaches 

fundamentally designed to create an inclusive learning climate. For these ECATs, 

establishing a culture of trust resulted in academic gains. Latina students’ cultural wealth 

was not only recognized, but also integrated within the teaching/learning process. This 

created a dynamic give-and-take exchange, resulting in enhanced intercultural 

development.  

The cross-case analysis generated several categories where the ECATs concurred: 

(a) culturally based values and competencies; (b) intercultural environments; (c) students’ 

experiences and background as assets; (d) pedagogical adaptability to integrate students’ 

culture into lessons, and (e) equity to advocate for students’ overall well-being. This first 

subsection examines these five categories as the C/CC/IC practices ECATs used to 

support Latina students. 

ECATs Build Upon C/CC/IC Values and Competencies. 

Cultural and Cross-Cultural Practices and Philosophies. The cross-case analysis 

indicated that ECATs were keenly aware of how Latina students’ backgrounds differed 

from each other and from those of non-Latina learners. ECATs’ accounts carried an 

assumption of shared growth and development, shaped by interpersonal relationships 

reflecting a solid foundation of cultural respect and understanding. In this regard, 

ECATs’ philosophies played a pivotal role in guiding their practice. While their 

philosophies differed to some extent, they maintained an alignment that put students at 

the center of their instruction.  
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For instance, Daisy focused on resilience to achieve progress as a learner. Her 

“everybody can learn” philosophy resonated with a culturally relevant pedagogy that 

fostered positive learning experiences. Emma’s philosophy was centered on her drive to 

help young people. When her own teachers allowed her to express the battles she faced, 

her life turned around and she was encouraged to pursue her studies. Her philosophy 

aligned with decision-making and overall life-changing outcomes.  

Lynn motivated students to be successful in mathematics. By establishing a code 

of ethics, resilience, and community, Lynn affirmed to her AP Geometry students that the 

only way to master content was to learn together, learn from each other, and grow 

collectively. “It’s us; it’s on us, it’s like you’re not alone. I’m here with you, we’re going 

to learn this all together.” Her philosophy empowered students socially, emotionally, and 

academically. Lynn explained, “Community building can help, but sometimes they feel 

[lost] even if they’re friends with other people in there, they don’t have someone to turn 

to if they’re going through something, you know, that could maybe understand their 

situation.” In this regard, Lynn observed that students’ adjustment to class depended on 

peer preferences. 

Finally, Rose, the commercial photography teacher, engaged students in visual 

culture to understand their worlds and develop critical thinking. Rose instilled a sense of 

inquiry, urging students to reflect on their cultural abilities and perspectives. 

IC Conceptualization. Understandings of IC were articulated according to 

ECATs’ learning/teaching worlds. Reflecting on existing research discussed in Chapter 2, 

the participant interviews and questionnaire answers correlated with several foundational 
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dimensions and components of IC: (a) valuing the humanness brought by each student, 

(b) understanding each student has a story, (c) integrating cultural background 

knowledge, (d) implementing equitable education, (e) enacting self-advocacy, and (f) 

exercising reflexivity and self-observation. 

For Daisy, the notion of IC was rooted in a humanistic perspective. This 

perspective reflected her Indian-origin lens, bringing worth to transcultural values and 

addressing the importance of mutual understanding. Emma also emphasized valuing 

Latina students’ stories, which she promoted by creating an inclusive environment. 

Unlike Daisy’s humanistic perspective, Emma enacted a cognitive-behavioral perspective 

in which developing English proficiency was paramount for students to express 

themselves. Lynn and Rose concurred in their IC conceptions. When discussing how they 

implemented IC practices in online/distance teaching, Lynn and Rose argued that IC 

meant understanding students’ different cultural, social, and political backgrounds. 

Table 8 features ECATs’ notions of IC and the most salient points related to their 

practices, values, and beliefs. 
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Table 8 

 

Sample Definitions of IC from Interview Responses 

 

Participant 

sources 

Definition of IC 

Daisy “Personally, I think no matter where we are from, we are number one, human, and every 

single one of us, no matter which part of the world you are from, we all want to do well. 

So, whatever that “well” means in your family, in your culture, and your values, in your 

upbringing, that’s “the well” you know. So, trying to see that no matter what is in their 

mind, they are thinking that they’re doing the right thing.” 

Emma “Well, I think … that is knowing about the different cultures.… It was important to me 

[they know it]. One of the things that I did before my students arrived is I looked to see 

where they were coming from so, on the very first day of school, in each class, I had a 

little bit emoji page with all of the flags from their countries, and even though the 

majority of them were from Central American countries, they were from different 

countries, and I wanted them to know that.” 

Lynn “I think it’s just a lot of understanding of where everyone comes from, you know, yes, 

we’re all in this city right now, we’re all you know in the school, but they some of them 

were not born here in America, some were born in other states so, understanding all of 

their different backgrounds and what they bring but also even understanding the 

background that they bring currently.” 

Rose “I guess… intercultural competence in my mind would mean recognizing and 

understanding this sort of social and political [contexts], like all of those components that 

sort of make up a cultural identity and being able not to try to force…. you to conform to 

one or the other but to recognize the difference, appreciate that difference, and find a way 

to move forward that doesn’t infringe on core beliefs of either side.” 

Note. The table shows ECATs’ definition of IC formulated according to their experience 

as teachers of immigrant youth; IC = intercultural competence. 

 

ECATs Create Intercultural Environments to Establish Positive 

Connections. Each ECAT in this study brought a unique perspective on how to create 

intercultural environments. These values were the fulcrum required to establish 

sustainable positive connections impacting teacher/student dynamics and exchanges. The 

ECATs’ dispositions were also influenced by the current distance teaching context. To 

create an intercultural environment, these ECATs employed multiple strategies including 
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reading students’ cumulative records; discussing with counselors, co-teachers, and 

translators; calling parents; and asking students how they were doing. Emma, Daisy, and 

Lynn used cumulative records or previously obtained student data to learn about students’ 

academic needs, backgrounds, English proficiency levels, and content levels of mastery. 

They implemented this wealth of information when planning and teaching. This also 

allowed them to allocate materials and resources. 

Another value incorporated by Daisy was humility—especially humility on the 

teacher’s part to be open and eager to discover the cultural wealth contributed by 

students. In contrast, Lynn previewed students’ records to learn their strengths and points 

of growth. She purposefully established an environment where students’ prior knowledge 

was welcomed and honored as she aimed to get them at ease. She began the class with 

warm-ups using known content, and later proceeded with her lessons. On the other hand, 

Rose celebrated the cultural vitality brought by students. Using student-generated 

photographic art, Rose investigated students’ realities, showing admiration for their 

resilience and creativity. Through photographic projects, she built a window into 

students’ worlds and learned about her students’ journeys and challenges.  

The cross-case analysis showed that the four ECATs implemented an array of 

strategies to create intercultural environments that sought to value IC perspectives based 

on trust and respect. 
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ECATs Capitalize on Culturally and Linguistically Diverse Learners’ 

Experiences. 

Sense of Reciprocity. For ECATs, working with Latina students presented 

challenges that they addressed with a sense of reciprocity, humility, and moral 

responsibility, whether they were related to language barriers, at-school stressors, or 

outside world threats. ECATs were invested in recognizing students as unique individuals 

whose agency needed to be guided and nurtured in their new academic home, the high 

school setting. Emma’s sense of reciprocity drove her approach to implementing student-

centered practices, while Daisy focused on her sense of duty. Rose took an equity-

oriented approach based on her early exposure to Native American culture in Montana, 

which instilled in her a predisposition to welcome and celebrate students’ multicultural 

vibrancy. Lynn acted on her sense of leadership and volunteered to tutor during Saturday 

learning seminars.  

Emma reflected on what made her reciprocal in her teaching when working with 

Latina youth. She shared that her early struggles gave her a sense of humility and 

responsibility to support each student as if they were her children.  

I think it is the ability to think about the student first, … what would you want 

[the teachers] to do for your daughter, what do I want for my daughter? As a 

teacher, I give it to them [the students]. 

Emma’s argument for supporting students first led her to inquire about the opportunities 

provided and denied to them. She was outspoken when describing how students were 

subjected to negative attributions and performed down to their teachers’ expectations.  
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In terms of outside school advocacy, Emma said, “I always try to get back to the 

organizations that help my students, and we have done a lot of fundraising for our 

students.” In this regard, Daisy’s perspectives corroborated Emma’s. Daisy also engaged 

in community-oriented partnerships to reciprocate with her students. Similarly, Rose 

maintained a humble attitude elicited by her multicultural students.  

Thus, ECATs adopted reciprocal attitudes, and their predispositions to support 

learners had a personal, socioemotional, and academic impact. They expected students to 

obtain adequate support to be able to take responsibility for their own learning.  

ECATs’ Functional Pedagogical Adaptability. ECATs demonstrated genuine 

concern about internal and external stressors and the outside threats that Latina students 

faced. They also remained attentive to students’ cultural funds of knowledge, making 

them contributors and co-constructors of knowledge. It is important to highlight that 

enacting a culturally sustainable pedagogy during changing times, when the political 

landscape continues to hinder the overall well-being of Latina students, presented a 

challenge to ECATs’ reference systems as well as an opportunity to build bridges 

reflecting a dynamic model or interculture. That interculture redirected ECATs’ priorities 

toward instructional risk-taking, spontaneity to address misunderstandings, and sharing 

the playing field.  

Positive Relationships and Relatedness. Across ECATs’ accounts, strategies that 

fostered positive relationships articulated through their pedagogy were evident. Knowing 

that relatedness among teachers, students, peers, and content played an essential role 
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within the classroom dynamics, ECATs were invested in instilling nurturing interaction 

in their virtual classrooms.  

To foster positive relationships among students with different cultural 

backgrounds, Daisy established a protocol in her cosmetology classes that created an 

intercultural environment from the family-building standpoint. Emma’s approach was 

diversity-focused and displayed a proactive attitude: “Weeks before they had looked at 

that information, I already knew the make-up of my classes.” She was well aware of the 

risky circumstances her ESOL students experienced as they resettled in the U.S., and 

focused on engaging parents, but prioritized acknowledging that each student came along 

having some level of trauma. 

On the other hand, Lynn and Rose took on more content-based relational 

interactions. Lynn used a biographical writing strategy to learn about students, while 

Rose reflected on students’ culture in relation to IC, saying she made her best effort to 

introduce the students to professionals in photography who shared their cultural 

perspectives. She elaborated, “It is important to me that students understand their 

opportunities and experiences are enriched by their heritage and culture, that these things 

are things to value and are valued by others.” 

All but one of the ECATs in this study described the role of the family as essential 

to reach students and promote academic progress. Daisy, Emma, and Rose all spoke 

about the importance of partnering and communicating with families. Furthermore, they 

were proactive enough to reach out to the school interpreter and counselors in times of 

need. 
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Important C/CC/IC Approaches to Support Students. An important factor 

observed among ECATs was their commitment to implement student-centered 

approaches effectively. The C/CC/IC negotiations occurring in their classrooms were 

based on values and ethics where education was the core element for student 

advancement. While ECATs did not necessarily agree on those values, each of them had 

a unique perspective and expertise reflected in their agency.  

Daisy delved into the importance of education and cultural values. She described 

her efforts to understand that students’ C/CC/IC were reflected in behaviors. In contrast, 

Emma shared that English progress was a pivotal C/CC/IC aspect. She emphasized that 

English proficiency was the first step to address students’ needs, and was worried about 

keeping ELs in sheltered instructional models longer than needed. This approach, 

according to her, hindered students’ self-confidence and motivation, preventing them 

from pursuing the English level required for graduation. 

According to Rose, C/CC/IC was related to teaching soft skills through the 

curriculum, content, and procedures. She highlighted skills such as communication and 

self-advocacy. In her view, students needed to be able to interact with the outside world 

in critical ways. Thus, she focused on developing transferable skills that fostered 

intercultural understanding, meaning making, and empathy.  

In Lynn’s case, C/CC/IC factors included the power of teacher presence and 

commitment. While making herself visible and available to her students, Lynn sought to 

establish a human connection, stating, “I would make sure I was there for my students 
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and advertising the Saturday seminar.” Daisy concurred with Lynn about presence and 

ongoing support.  

Describing contributing factors to C/CC/IC practices, Emma explained that she 

created an intercultural classroom atmosphere by adding emojis with flags of students’ 

countries in her Zoom classes. Additionally, she reached out to her Spanish-speaking co-

teacher to establish a closer relationship with her students. Emma’s stance aligned with 

Daisy’s belief that understanding the students’ cultures was important and the only way 

to guide students into excellence. 

ECATs Warrant Attention to Latina Students through Equity. An equity-

oriented mindset was evident in ECATs’ philosophies and praxis. Emma discussed ways 

to disrupt current deficit perspectives of ELs. Using a critical mindset, Rose joined her in 

observations regarding school culture and procedures. Emma based her equity approach 

on exercising acceptance of what her students could produce as newcomers in the school: 

“I am not going to get a lot of production from them, and I have to accept that.” 

Relatedly, Rose expressed, “I think that teenagers are teenagers, no matter where you are 

and who you are.” Emma advised to be cautious when using students’ native languages 

and be firm about using English to communicate in class. 

When working with Latina students, Daisy, Lynn, and Rose advocated for 

students’ progress by creating a partnership where teachers became learners and learners 

became teachers. For example, Daisy stated that she told students they were partners and 

sent messages to students’ older siblings to make sure work was done and turned in. Lynn 

also focused on student work and mapping their content mastery. Like Daisy, she sent 
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reminders before class to motivate students to attend classes. Because Rose paid close 

attention to student art expression in photography class, she focused on quality instead of 

quantity. Lynn shared this focus, saying that in AP Geometry class, quality of 

performance and self-generated work were a priority. For these ECATs, lack of flexibility 

and communication hindered student self-worth and self-efficacy. For instance, Lynn 

connected purposeful communication with enhanced student performance. 

Due to the vital importance of personal interactions in enacting equity, the four 

ECATs took advantage of one-on-one interactions conducted via Zoom office hours. The 

school schedule had been designed so that teachers could communicate and support 

students in the afternoon, after instructional hours. Therefore, it was during these times 

that Emma and Daisy advocated for overall student well-being. To both, understanding 

students’ current realities was critical to enact equity. For instance, Emma explained, 

“You know … my goal is always to try to figure out what’s going on with students,” and 

said she used the one-on-one virtual setting “because that’s the only way I know to reach 

some of our students.” 

This one-on-one approach also reflected Daisy’s commitment to reach out to 

students. She asserted, “I make sure I’ve met every single student.” However, she 

pondered the challenges of reaching students virtually, expressing concerns about 

students who had not shown up for class. Emma was also invested in recognizing 

students’ commitment to growth. In this regard, she identified a particular student: “For 

example, I have a young lady, she’s a great advocate for herself, … she’s always letting 

me know through chat that she doesn’t understand something.” Not only was Emma 
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proud of her student, but she understood that a teacher’s attitude and self-advocacy could 

be transferred to students in meaningful ways. 

Equity to Understand Students’ Broader Context. The novel virtual context 

ECATs navigated in Fall 2020 brought significant value to pedagogical practices seeking 

to provide a comprehensive student education. ECATs brought C/CC/IC values and 

competencies to this context as they considered students’ cultural and linguistic 

backgrounds as assets, different learning methods, and growth opportunities. While 

promoting equity for Latina students in virtual settings, ECATs were keen on addressing 

outside-of-school needs and opportunities. For instance, Emma described mastery of the 

English language as an essential skill to meet college requirements, but she also focused 

on awareness of what was occurring in students’ lives. She asserted, “Throughout a 

school year, I usually learn more details about students outside school.”  

In comparison, Rose enabled her students to develop and apply transferable skills, 

including soft skills and 21st-century skills. She utilized real-world examples and 

experiences to stimulate creativity and activism. To promote her students’ photographic 

work and put it in the outside world, Rose took the role of a coach and gave college-

related advice to students. 

In Daisy’s case, her recommendations were articulated from a business owner’s 

stance. She advised students graduating with a cosmetology license to manage their own 

businesses and take college courses on accounting, business management, and finances. 

Daisy urged her students by stating, “Even the best-talented stylist can lose their business 

from someone who didn’t do it right.”  
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Lynn sought to implement lessons, the flipped-classroom model, and a Saturday 

tutoring program to support students’ geometry progress so that they could pass the 

Standards of Learning examination and graduate from high school. Emma also 

implemented after-school hours and Saturday tutoring for ELs seeking to improve their 

skills. Because of her outspoken interest in her students’ achievement, Emma, like Lynn, 

participated as a mentor lead on Saturdays. They both believed that students needed more 

opportunities and that those opportunities should be customized according to their 

performance level and time availability. 

As part of their multiple attempts to enact equity, ECATs connected with students 

during distance teaching and shared the decision-making from a flexible stance. To these 

educators, equity for Latina students was promoted by (a) guaranteeing access to high-

quality teaching, (b) providing resources and tools for student academic achievement, and 

(c) reaching out for services as needed. 

An important component of ECATs’ strategy implementation was adaptations of 

learning tasks, activities, projects, and assessments that Latina students took. They were 

committed to developing readiness for the rigorous academic program at school. 

However, ECATs also expressed frustration toward the student deficit orientation 

maintained in traditional learning settings. Likewise, they showed concern about the lack 

of role models for Latina students in their respective fields. As explained by Rose, the 

commercial photography teacher, “It’s hard to see yourself in a career path when all the 

people that you’re seeing are people from affluent backgrounds, who are generally White, 
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generally male.” This observation clearly shows that Rose engaged in equity-based 

reflection. 

Equity to Connect with Students from Different Cultural Backgrounds. The 

findings across ECATs in relation to communication were varied but common in the 

sense that all of them utilized technology-based channels. To achieve high-quality 

communication, ECATs enacted different types of attributes, such as openness. For 

example, Lynn based her communication style on learning about students’ home cultures. 

Lynn shared, “In terms of openness, I understand different students have different 

upbringings.”  Because Lynn had enjoyed interactions with her mathematics teachers and 

the activities they implemented in high school, she continuously asked her students for 

their preferences.  

In contrast, Daisy used a different strategy. By focusing on her broad experience 

as an immigrant educator, Daisy established long-standing communication with students. 

She asserted, “My students connect with me because of my varied experiences.” Emma, 

as a newly hired teacher at the high school, described her involvement with students in 

the outside world. “I look forward to being able to reach out to the community … I’m 

always trying to make sure that I build those connections.”  

In Rose’s case, connecting meant building a non-threatening environment where 

inclusion and acceptance regulated teacher/student interactions. In contrast to Daisy’s 

approach, Rose did not rely on her personal experiences. To establish positive and 

meaningful connections, Rose sought to be part of students’ stories. She said, “I want to 

be part of their story, I wanna try and have that [desire] knowing that the possibilities of 
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photography evolve into something that’s much more accessible to them.” She explained 

that she wanted to find more photographers from different backgrounds because she 

could only speak to her experience.  

To foster meaningful teacher/student connections, ECATs sought to implement 

strategies considered enjoyable by students. By gathering student feedback through polls, 

surveys, chats, and Schoology, they determined strategies that would enrich students’ 

experience. Seeking to offer students role models that represented them in the 

photography arena, Rose was invested in efforts to find photographers that related to 

students, but she struggled to achieve this: “It’s not always easy for me to find 

photographers that I can showcase that represent students’ cultures.”  

ECATs showed an inner and transparent sense of responsibility, yet they faced 

challenges within the school community and the current context. Despite the drawbacks, 

they showed a heightened commitment to creating a learning environment based upon 

equity, ethics, and opportunity.  

ECATs’ Positive Perceptions of Latina Students. The findings across the cases 

suggested that the four ECATs related to students optimally through dynamic 

interactions. They also found themselves properly trained to work with Latina students. 

Despite the challenges of creating ideal person-to-person interactions, ECATs’ 

predispositions to implementing a culturally related pedagogy were enacted in multiple 

ways. In this realm, Daisy, Emma, Lynn, and Rose characterized Latina students as (a) 

hard-working, (b) dedicated, (c) committed, and (d) proud of their heritage. Table 9 lists 

ECATs’ positive perceptions of Latina students based on their experience. Among the 
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challenges presented by this population, Lynn and Rose explained that familismo, or 

parents/relatives’ expectations for students to care for siblings, and working to support 

family were among the major stressors.  

 

Table 9 

 

ECATs’ Perceptions of Latina Students 

 

Participant Quotes 

Daisy “The other thing that I find with Latina groups, especially, I find that I have never seen a 

group of students or a community work as hard as they do.” 

“You are so smart and intelligent, why would you not see that? Oh, I know, I’m smart. I 

know that you know you’re smart, now let’s do something [about your grades].” 

Emma “I am not Latina, but I do believe that as a mother, and as a teacher, that I have the ability to 

be a role model to these ladies who are working so hard … I know that they are helping 

to run their homes, they may be the caretakers, … some of them have jobs, they’re 

working, and they can’t come to me during office hours because they have to go to 

work.” 

Lynn “One of the biggest strengths, I found that they’re one of the most dedicated to wanting to 

try the hardest in my class… they want to succeed, and they push themselves to 

everything they can…” 

“Another strength is the willingness to help each other, like if one of them doesn’t 

understand [the content], they are always willing to help one another.” 

“The biggest challenge is that the parents rely on them as babysitters, or they have a job as 

soon as school ends. So, I have had students that I’ve reached out… when I’m not at 

school, someone would say, my parents rely on me to babysit, … or I have to work, you 

know, to support my family. I’ve noticed, and I’ve been very adaptive with those 

students.” 

Rose “They are very eager to improve themselves … a lot of them are very proud of being the 

first person to finish high school, and possibly go on to college. They are very proud of 

their family, and they want to get into the family business. Or they want to be able to 

make money for their family. I think that’s something that I’ve seen across the board, … 

they are very community-minded, even if their community is just limited to that familial 

group.” 

“Unfortunately, because of the distance learning component, I haven’t been able to build 

the relationships that I usually get. I have little bits and pieces, but I think that students’ 

comfort levels with communicating with people in the position of authority really 

dictates how much they interact with me.” 
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Note. ECATs = exemplary content area teachers. The table shows ECATs’ opinions of 

Latina students according to prior and current perceptions of this population. 

 

Opportunity-Oriented Mindset to Support Students. ECATs addressed their 

students’ progress in ways that required ongoing observation of attitudes, behaviors, and 

performance. While Lynn focused on opportunities for learning by enacting an option-

giver identity, Daisy focused on opportunities for personal and professional progress. In 

her efforts to make a change in students’ lives, Daisy enacted a purposeful approach and 

maintained a demanding tone during her teaching. Rose, like Lynn, enacted an 

opportunity-oriented mindset. She explained, “My students immediately [know] that I’m 

willing to give them opportunities to try, and retry, and fail to learn.” Rose’s stance was 

also enacted by Daisy, whose struggles as a learner made her understand that she had an 

opportunity to learn through failure. She asserted,  

I want to make sure that what they’re doing is meaningful, what they’re saying, 

they have a [safe] room or space to say it. This doesn’t mean that they’re always 

whining or crying, but it does mean that I want them to know that it’s okay to 

learn, and it’s okay to even fail because you learn from that [experience], too. 

Furthermore, Emma was an opportunity-giver. She believed in students’ commitment to 

improvement both at the personal and academic levels. As recorded in the field notes, 

Emma reassured her ESOL students that they had ample chances to succeed in their 

academic path. She emphatically claimed that students’ drive depended on teachers’ drive 

to act upon opportunities both at school and in the community.  
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Conclusions for Research Question 1. The objective of this question was to 

understand ECATs’ culturally based practices. The findings presented a series of 

predispositions that guided ECATs’ decision-making and validation of students’ 

backgrounds as assets. These predispositions helped them develop a repertoire of 

humanistic approaches that created an inclusive teaching climate. For these exemplary 

educators, establishing a culture of trust resulted in academic gains and enhanced 

intercultural development.  

One salient characteristic enacted by ECATs was an equity-oriented mindset that 

situated students’ identities at the core of their teaching. ECATs’ roles and positive 

relationships motivated learners through multiple culturally based scaffolds and 

customized supports to create intercultural understanding. Finally, the cultural 

backgrounds students brought to the ECATs’ classes were acknowledged. In this realm, 

challenged by the context and content, Latina students’ languages, cultural backgrounds, 

and ways of learning were regarded as assets, and leveraged ECATs’ approaches within 

the boundaries of the virtual learning setting. 

Findings Research Question 2: ECATs Meet Latina Students’ Personal, 

Socioemotional, and Academic Needs 

How do ECATs strive to meet high-school-age Latina youth’s personal, 

socioemotional, and academic needs? 

Findings across cases suggest that ECATs took notice of students’ needs and 

acted to address them. Four primary categories emerged from the data analysis: (a) 

awareness of student multi-dimensional needs, (b) recognition of students’ needs through 
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behaviors, (c) allocating comprehensive resources, and (d) maintaining positive 

communication. The results show that ECATs sought to establish a balance to enhance 

communication with Latina students, though this was often delayed due to the English 

language barrier. ECATs reached out to at-school resources for specialized support to 

help students meet socioemotional needs. ECATs also took the additional step of offering 

system-knowledgeable guidance in terms of academic needs, becoming change agents in 

students’ academic trajectories.  

ECATs’ Awareness of Students’ Multi-Dimensional Needs. 

Students’ Cultural and Personal Needs. To best teach Latina students, ECATs 

needed to recognize cultural differences. For example, Rose, Emma, and Daisy 

mentioned their proactive approach to knowing who their students were before they came 

to virtual Zoom classes. Rose struggled in pinpointing differences among students. She 

stated, “There isn’t a ton of variation in experience, I mean, there is a variation on 

socioeconomic background, and obviously there’s more variation than I let on, but on the 

surface, everybody is just like the same.” Even though this statement sounds like a 

generalization, Rose later reflected on educational opportunities for students, 

acknowledging that each student brought along a cultural set of beliefs that should be 

appreciated.  

On the other hand, Emma researched her students’ diverse backgrounds. She was 

well aware that Latina students faced substantial disadvantages in comparison to Latino 

students. Because of this, Emma reached out to other professionals to guarantee her 

students access to academics. She said, “That’s gonna be your social services resources, 
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your counseling resources.” Moreover, she argued that while most students came from 

Central America, they were all different and brought their unique cultural identities.  

In a similar vein, Daisy celebrated students’ cultural differences by inquiring 

about their languages, needs, and current experiences. She strove to address 

socioemotional needs by setting up classroom norms and protocols that involved 

students’ and parents’ commitment to success. To accomplish this, Daisy had to 

challenge parental perceptions and attitudes toward education. She even “lost” a student 

in her cosmetology class due to cultural dissonance between the course application, 

materials, and the student’s parents’ religious and cultural perceptions.  

Addressing Socioemotional Needs. Emphasis on defining students’ 

socioemotional needs was a vital part of ECATs’ approach. Daisy explained that her 

students needed everyday conversations more than pertinent lesson information. Rose 

concurred with Daisy and expressed that one-on-one interactions were fruitful. In her 

commercial photography class, she employed art as a means for empowerment and self-

advocacy, providing time to talk to students. Rose recognized that relationship building 

was the bridge to address students’ socioemotional needs.  

In contrast, Lynn and Emma were methodical in understanding students’ cultural 

differences to address their socioemotional well-being. Lynn used cultural knowledge as 

a point of reference in AP Geometry class, and her focus leaned toward cognitive cultural 

knowledge. For instance, she mentioned that peer support influenced Latina students’ 

mathematical performance, in that when they were outnumbered, Latina students tended 

to underperform.  



 
 

270 

 

In Rose’s perspective, the outside world did not provide role models aligned with 

students’ interests and cultural backgrounds. She shared her frustration by indicating that 

people in photography were “a bunch of dead White guys.” Because of this, she 

understood her students’ hesitations in photography class: “It’s hard to place yourself in 

that timeline, if you don’t see people that reflect your own background and your own 

interest.”  

Addressing Academic Needs. To address academic needs, both Daisy and Rose 

implemented transferable skills and soft skills in their lessons. Emma focused on English 

skills development and Lynn was invested in addressing students’ needs before class, 

fostering a sense of efficacy. The four ECATs determined that balanced content and 

flexibility were crucial for addressing students’ needs.  

Relatedly, Emma integrated social studies content in her English 9/ESOL Level 2 

class. By doing so, she not only taught English language skills, such as reading and 

writing, but also linked prior knowledge with new content. Lynn, being cautious about 

students’ academic performance, observed instances where geometry students needed 

academic content support. She said, “Some tools [online] help students get the answers 

without knowing the content.” She determined whether students had not completed 

assignments independently, but supported students according to their specific needs 

instead of reacting to their behaviors that hindered learning. 

ECATs’ accounts of student engagement within the academic context revealed 

that they acknowledged Latina students’ effort and hard work. They highlighted that as 

girls became older, parents depended on their daughters’ monetary support. Due to this 



 
 

271 

 

sense of familismo, students’ home responsibilities interfered with their school work. As 

well, Emma and Rose were able to read students’ frustrations, which according to them, 

were expressed through emotions such as anger or indifference.  

In Rose’s students, apathy to complete assignments was addressed in another 

way. Rose supported students by offering self-monitoring guidance and wait time to 

complete learning tasks. Thus, she gave students time to settle and ease in, getting ready 

for class to start. She shared that she assigned photographic projects, and sometimes the 

photos they produced were satisfactory, so she would ask students to check off the box 

for that specific assignment.  

Table 10 shows ECATs’ descriptions of Latina students’ needs based on their 

perceptions and experiences gained through their academic interactions. 
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Table 10 

 

ECATs’ Description of Students’ Needs 

 
ECAT Personal Socioemotional Academic 

Emma Pairing up with student 
mentor 

Guidance counselor 

Social worker 
Student’s family with 

COVID-19 virus 

Working students excused 

from assignments 

Doable workload due to 

working 

Feedback 
Students & staff 

Anxiety 

Socializing 
Process  

Counseling support 

Spanish learner reflects English 

learner 

Adjusting to new context 

Social worker intervention 
Trauma/mental health/504 Plan 

Cultural competence 

Empathetic teacher behavior 
 

Pre-teaching/pre-viewing 
Modeling: I do, we do, you do 

Re-teaching 

Office hours 
Videotaped lessons 

Videotaped assignments/chunked-up 

lessons 

Opportunities 

Spanish-speaking co-teacher 

Assignment negotiation 
Scaffolding 

Daisy Shares personal immigrant 

story 
Personal conversations on 

learning English 
Future goals  

Opportunities 

Poverty 
School closet & school 

pantry 

 

Guest speaker 

Gets family involved 
Seeks students’ voices 

Classroom students’ safe space 
Yielding power 

Permission to err 

Peer mediation (Students invite 
peers) 

Students generated norms 

Social support 
Friendly/helping teacher behavior 

 

Promotes  

Opportunities 
Bilingualism/multilingualism 

Transferable skills (science, economics, 
customer service) 

Students’ learning styles survey 

Visual. kinesthetic, interactive supports 
Scaffolding 

 

Lynn Parental and youth reversed 
roles 

Working students 

Addresses feelings of 
inadequacy as 

mathematic student  

Financial support of students 
to parents/family 

Togetherness/community 
One-on-one 

Accepts students’ background 

knowledge  
Self-efficacy skills 

Belonging 

Addresses fear of failing 
Balancing work/school 

obligations 

Peer isolation 
Helping/understanding teacher 

behavior 

Resets math learner identity 

 

Office hours 
Survey 

Assignment negotiation 

English proficiency barrier 
Integration of prior knowledge and new 

knowledge 

Research-based practices 
Multi-level adaptations 

Rose Using one’s voice  

Class dynamics 
Lack of representation 

Art as therapy 

Home dynamics through 
images 

 

Soft skills 

Invisibility: Silent struggle 
Socioeconomic changes 

Cultural representation 

Feelings of invisibility 
Yielding power ~ levels the 

playing field 

Understanding teacher behavior 
Network  

Transferable skills 

Critical thinking skills 
How-tos/procedural knowledge 

Scaffolding 

Office hours 
Opportunities 

Note. ECATs’ understanding of Latina students’ varied personal, socioemotional, and 

academic needs. 

 



 
 

273 

 

Recognition of Students’ Needs through Behaviors. The ECATs developed an 

awareness of context, content, and culture while instructing ELs in a virtual setting. They 

understood that to meet students’ needs, their practice had to go beyond providing access 

to content learning and consider socioemotional and sociocultural aspects of Latina 

students’ identities. Not having in-school classes impeded opportunities to address 

students’ needs and limited the potential to foster empowerment within a person-to-

person interaction. However, ECATs were able to model a high level of resiliency, 

creativity, and flexibility, which strengthened sentiments of pride and humility. 

In this regard, Emma and Lynn were concerned about the limited personal 

interaction in Zoom classes, but they both shared that they were fortunate that students 

felt comfortable attending office hours. All four ECATs were thankful that students 

attended classes, and Rose especially appreciated those students who chose to turn on 

their Zoom video cameras. For students who arrived late to class, Emma showed 

understanding by stating, “I do have students that come in a few minutes late, the fourth 

block usually, tends to be [late], and I, you know, they’ll apologize, but I kind of look at 

it like this: You’re here!” Lynn was also sympathetic toward students who were not 

turning in work; she admired their determination despite hardships presented by the 

pandemic context. 

Understanding Students’ Needs, Challenges, and Stressors. ECATs paid 

attention to students’ self-confidence, preferences, and engagement. Rose and Lynn 

reflected on former students’ developing self-confidence skills. Rose shared about one 

student, “I don’t know if she was confident in her femininity, like throughout all of high 
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school, and I think she was really starting to find who she wanted to be last year.” 

Similarly, Lynn expressed, “So, it’s to meet [during office hours], just to see at those 

moments, you know, to see their understanding, but also, it’s neat to see more students 

who may be quiet come out of their shell a little bit.”  

Emma and Daisy pinpointed the stress caused by the language barrier. To address 

this challenge, they implemented learning tasks, strategies, and interactive activities that 

fostered English communication. They also allowed students to use technology to 

communicate in writing, which is one of the most delayed language domains for ELs. In 

Lynn’s classes, the focus was developing students’ vocabulary skills to support math 

skills. She focused her instruction on fostering mathematical vocabulary knowledge, 

paying close attention to the Latina students. She expressed that geometry was a new type 

of math language that all students had to acquire, whether they were ELs or not. Through 

her instruction, academic language was often previewed, taught, and reviewed before 

class. This strategy was also observed in Emma’s and Daisy’s classes. For them, English 

proficiency was a door to multiple opportunities that students could not afford to miss. 

ECATs Afford Comprehensive Resources. The four ECATs indicated that 

instructional changes were not enough. They understood that compiling and affording 

comprehensive resources depended on having the right mindset: a student-focused 

mindset that conveyed support for students at the personal, socioemotional, and academic 

levels. In this regard, Daisy and Emma adopted a global mindset, while Rose and Lynn 

focused on a collaboratively oriented mindset. Rose in particular emphasized the use of 

digital literacy to foster equity and access to opportunities. Rose shared, “I need to bring 
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it down a notch to my [ESOL] Level 2s, to make them talk about what they’re doing, so 

that I can then have the confidence to bring it down to the Level 1s, to get them talking.” 

Rose used the strategy of student talking to help them use their voices and be active 

contributors in the school community.  

Lynn, on the other hand, employed a collaborative approach to create a reciprocal 

learning climate, while Emma stated that exemplary teachers were lifelong learners. Rose 

further added that she learned about students’ home lives and realities through their 

photographic projects. Within this new distance learning curve, ECATs did not remain 

indifferent toward expanding their experience; they adopted a growth mindset to support 

students and themselves.   

Daisy regarded her approach as very effective, stating, “The reason why I chose 

very effective is because there is always room for improvement. I am constantly learning 

how to make the learning experiences of my students better.” Because ECATs recognized 

the importance of engaging in ongoing learning, they enacted an agency that supported 

students’ development, self-discovery, and resiliency.  

All four ECATs offered access to school-based resources such as the school 

interpreter/translator, counselors, and social workers to support students. Emma and 

Daisy mentioned their concern about students being involved in dysfunctional 

relationships and being pregnant at young ages, while Rose spoke about existing power 

structures, and Lynn observed parental and youth reversed roles. ECATs invested in 

creating positive relationships with students, which was conducive to negotiating their 

completion of assignments.  
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Advocating for Students by Building Life Skills. ECATs’ attitudes and beliefs 

were directly related to and dependent upon the vital component of life skills. Facilitating 

student progress required incorporating pedagogical approaches reflecting the outside 

world. This focus on life skills emphasized positive teacher/student interactions, where 

both parties brought their perspective into the learning process, and which supported a 

sense of belonging. Life skills taught by ECATs included (a) facilitating 

persistence/resiliency, (b) motivation, (c) optimism, and (d) self-advocacy/self-esteem. 

Across all cases, promoting motivation and active school presence were the most salient 

features in ECATs’ teaching. The first trait was evidenced and expressed in the 

interviews and virtual classroom observations, while the second occurred during the first 

semester of the school year.  

Daisy and Emma implemented project-based learning to motivate students’ 

creativity and cultural sharing, while Rose and Lynn integrated self-advocacy strategies. 

Rose used digital literacy to motivate students to share their worlds, and Lynn sought to 

reset students’ self-perceptions in math class. Daisy, Emma, and Rose all encouraged 

students to learn from mistakes, seeking to change their perceptions of failure to develop 

skills such as perseverance and resiliency. Daisy shared her personal struggles as an 

immigrant educator who had to learn English to access academic opportunities, while 

Emma shared her struggles as a working teenager in high school. 

 Creating student-centered opportunities also afforded life skills development. 

ECATs strove to gain knowledge of students’ priorities, goals, and realities. This was 

essential to determine the opportunities required to ensure students’ personal engagement 
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with academics. Lynn shared that such an approach also needed to be differentiated. She 

expressed, “By giving them opportunities in different ways to share about their [identities 

and realities], especially here in the distance learning, you know, some [students] wanted 

to share them out in their mic.” To instill a sense of agency among learners, Daisy 

focused on respect as both a value and an opportunity to engage with students on a 

personal level. “After a few tries, students start to feel more confident and begin to trust 

the class.” This buy-in on the students’ part was the initial step in a series of opportunities 

for students to develop self-advocacy and self-esteem.  

ECATs’ Positive Communication. ECATs modeled communication behaviors 

that addressed students’ needs. Both Rose and Daisy focused on promoting resiliency and 

transparency in their teaching through positive communication. Emma modeled critical 

thinking skills and an understanding attitude toward students’ behaviors, while Lynn was 

committed to reassuring students that they could be successful in geometry and algebra 

classes.  

Rose asserted, “I think that everything I try to teach in class, I’m trying to be more 

transparent about it ... [because] there’s always a chance to rise above it.” Daisy joined 

Rose to express that modeling humility was essential to teach immigrant youth: “I believe 

this [humility] allows students to see that their teacher is human and therefore, they are 

more willing to take risks themselves.” In contrast, Lynn reassured students that they 

were ready to take on more demanding mathematics subjects. She explained, “Hopefully, 

they feel the success of those algebra needs, and reassurance of them from geometry, so 

that’s like a short-term goal.” In sum, ECATs reached out to students through their 
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attitudes and beliefs, promoting the development of soft skills to challenge students and, 

in their words, grant both self-advocacy and adaptability. 

Role-Taking to Support Learners. The importance of role-taking was paramount 

in ECATs’ approach to teaching. While they communicated expectations with students 

and parents in their course syllabi, ECATs also pondered their roles as teachers. They 

were aware that the current context of distance teaching demanded a reconfiguration of 

what counted as best teaching practices. In reflecting on their interventions, ECATs 

maintained an observant attitude that allowed them to rethink their perception of 

students’ behaviors. For instance, Daisy was able to identify when a bubbly student 

suddenly became quiet, while Rose recognized how students’ behavior changed when 

they interacted with teachers who were not accepting of them. Contrasted with these 

observations, Lynn employed student feedback on lessons and learning activities to guide 

the pacing of forthcoming lessons.    

Communicating Expectations. Making students aware of expectations ensured 

the sustained motivation that benefited students in the online learning setting. Daisy and 

Rose sought to maintain clear expectations about what being part of the CTE program 

entailed. Due to the rigor of their curricula, they both sought to establish a seamless 

communication system where students’ voices were validated. Emma and Lynn 

emphasized the importance of reaching students at the personal level. Lynn did this by 

inquiring about each student’s gaps in understanding, while Emma did not give up on her 

attempts to contact parents even though she struggled to reach out to students. Emma’s 
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determination urged her to maintain stamina as she used the school interpreter/translator 

to communicate with parents in uncertain times.  

Despite the obstacles in the virtual setting, ECATs were willing to help students 

by conveying content-related priorities and opportunities for independent and self-paced 

learning. Rose and Daisy saw that their students benefited from knowing the course 

expectations. Emma and Lynn affirmed that students knew the extent to which they 

dedicated extra hours for planning and assessing. Emma shared,  

So, that meant that I spent probably about two extra hours, just sorting out who 

was missing what assignments so that I could send the parents the list of what 

needed to be completed … this is for students who have not shown up, despite 

calls home, ‘cause I have reached out to these parents numerous times [without 

success]. 

Contrasted with Emma’s difficulty, Lynn sought students’ help to determine areas of 

needed support as she strove to instill in students a personal and emotional connection 

with the subject of mathematics.  

Conclusions for Research Question 2. The outside world presented demands 

that were heightened by traditional approaches to teaching. Even though students brought 

different cultural beliefs to the teaching/learning setting, ECATs implemented strategies 

and allocated resources to address students’ current needs. Moreover, they strove to 

address students’ multidimensional needs by designing and offering interactive lessons 

that included transferable skills. Their pedagogy encompassed elements of the personal, 

socioemotional, and academic realms much needed by Latina students. By leveling the 
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playing field and implementing alternative scaffolds in the virtual classroom setting and 

beyond, ECATs maintained a student-centered focus. 

Adopting multi-dimensional roles was vital for ECATs as they challenged power 

relations. Being upfront in this matter gave them a channel to inquire about students’ 

goals, motives, and perspectives. However, ECATs pondered the impact of their roles in 

reflective ways. Instead of maintaining control of students’ interactions, thinking, and 

products, they met students’ personal, socioemotional, and academic needs by 

establishing sound and positive relations. They strove to contribute to students’ overall 

progress through choice, opportunities, and negotiations.  

This section has explored how experience influenced ECATs while they taught 

Latina youth. While underlying teacher behaviors were accounted for in the different data 

sources, ECATs shared an array of experiences that shaped their identities as exemplary 

educators. A salient point in this section was interactive decision-making. As ECATs 

performed their teaching, they shared personal experiences through viewpoints, 

suggestions, and opportunities, fostering students’ motivation to engage in learning.  

ECATs’ accounts drew upon positive learning experiences and sound 

teacher/student interactions that established creative channels of expression. Their lived 

experiences of studying, learning, coaching, tutoring, volunteering, and teaching abroad 

urged them to maintain high levels of awareness that reinforced their perceptions of 

Latina student. Finally, by situating students at the core of their current trajectories, 

ECATs’ predispositions regulated their teaching as they strove to share their passion for 

learning and discovery.  
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Findings Research Question 3: ECATs’ Pedagogical Decisions Derived from Personal, 

Professional, and Cultural Experiences 

What experiences (personal, professional, cultural) inform and influence teachers’ 

pedagogical decisions? 

The goal of Research Question 3 was to synthesize ECATs’ experiences by 

exploring how their personal histories and constructions of belief systems influenced 

their pedagogical decisions. Findings across cases indicate that ECATs’ underlying 

behaviors and attitudes were rooted in complex lived experiences. Due to their unique 

experiential sources, ECATs’ postures aligned with students’ culturally related 

knowledge. Three major categories were identified across cases denoting the impact of 

teachers’ personal, professional, and cultural experiences: (a) adjusting instruction 

according to preferences, (b) flexibility to create channels for self-expression, and (c) 

considerations toward students, teaching, and self. ECATs’ lived experiences of studying, 

learning, coaching, tutoring, volunteering, and teaching shaped their identities. However, 

in different ways, their paths merged to place students at the core of their current 

trajectories.  

ECATs Adjust Instruction According to Preferences. 

Personal Experiences. ECATs related that personal experiences enhanced their 

awareness and prepared them to build positive relationships with students. They created 

opportunities to build rapport with students who were facing challenging situations. As 

Daisy and Emma built a safe virtual classroom environment, Lynn and Rose focused on 

promoting students’ motivation to learn through self-advocacy. Daisy shared how social 
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norms in her country, India, influenced her teaching, shaping her perceptions of what 

students could achieve through personal sacrifice. Rose was keen on addressing power 

holders and authority as factors hindering students’ participation. Her early years growing 

up in a Native American community exposed Rose to different ways of learning and 

thinking. Rose expressed how this influenced her pedagogical decisions: “For personal 

experiences, I utilize my own knowledge and experience in learning and practicing 

photography.” On the other hand, Lynn’s approach to teaching was rooted in her personal 

experience of having effective teachers, tutoring, and enjoying mathematics classes in 

high school. Lynn’s passion for teaching math was evidenced as she strove to build 

positive connections. “For a lot of my [Latina] students, it’s like just building that trusting 

relationship with them.”  

ECATs shared a passion for lifelong learning with Latina students and enacted 

this stance in different ways. For instance, Daisy’s and Rose’s mothers were educators, 

but Rose did not initially embrace teaching as a potential career, while Daisy perceived 

teaching as a path for achievement and professional gain. Further, Emma’s, Daisy’s, and 

Lynn’s experiences in their teen years presented a contrast. Emma and Daisy faced severe 

financial hardships and struggles as teenagers. In particular, Emma’s father did not 

support her going into higher education because she had to work to pay for tuition. In the 

same vein, Daisy had to work as a young girl to help her mother make ends meet. In 

contrast, Lynn had full parental support to pursue her college studies, which she began as 

soon as she finished high school. In terms of actions resulting from experiences, Daisy 

was keen on supporting students by learning about their personal situations and providing 
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resources, and Rose relied on conversations to provide guidance to students, an approach 

that her own teachers took with her in high school.  

Relationship Building from Personal Experiences. Emma and Lynn shared the 

importance of building positive teacher-student relationships. While Lynn sought to 

establish a reciprocal connection with her hesitant mathematics students, Rose 

highlighted ways she instilled interpersonal skills in her students. Emma aimed to enact 

the same highly trusting relationship she had experienced with her teachers and explained 

how a teacher’s concern had changed her life for the better. Based on Emma’s personal 

experience, she emphasized the importance of recognizing students’ unique realities. 

“Every student has a different story, and every student has a different personal need; you 

cannot do the same for all.” This experience was also shared by Rose, whose high school 

photography teacher enriched her love of photography as a means for self-expression. 

Rose explained, “I took photography in high school, and draw from those personal 

experiences to help inform my instructional strategies.”  

Recognizing Students’ Contexts. For Emma, Lynn, and Rose, it was evident that 

acknowledging their students’ current contexts fostered a sense of personal connection 

with them. Emma sought to make changes in girls’ lives in the same way a teacher 

counselor changed hers for the better by helping her find a high-paying job in a grocery 

store. Lynn stressed the relevance of knowing students’ current home culture and 

priorities; this approach was effective in Lynn’s case because she was willing to negotiate 

academics with students. Rose also employed specific tools such as presenting 

commercial/art photography as a therapeutic technique, allowing students to balance 
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school and home expectations. And Daisy used personal stories of determination and 

purpose to share with students how resiliency impacts the attainment of future goals. 

In making a case for how personal experiences shaped ECATs’ pedagogical 

decisions, it was essential to seek the messages they could convey through their teaching. 

This was done by juxtaposing previous experiences with newly acquired ones. ECATs’ 

experiential lives also addressed an interplay of student/teacher dynamics that resulted in 

negotiations and the potential for enhancing student/teacher relations. A salient point 

across cases was ECATs’ tendency to enact lifelong learning and share their passion with 

students. Furthermore, there were instances when ECATs reflected on their effectiveness 

as exemplary teachers concerning their knowledge of students’ personal identities. Daisy 

stated that her personal experience was significant when making pedagogical decisions, 

while the other three ECATs said they possessed average knowledge of this important 

factor.  

Professional Experiences. ECATs addressed students’ interests and skills by 

adjusting instruction according to their preferences and areas of growth. Moreover, they 

paid close attention to expectations and preferences through polling in their classes. This 

effort helped them understand, recognize, and value students’ perspectives and levels of 

involvement. All four ECATs prioritized research-based strategies that worked. Rose, 

Lynn, and Daisy were resourceful and proactive in obtaining effective strategies as 

members of professional networks in the state, across the country, and globally. In 

contrast, Emma was invested in preparing herself with the new teaching materials 

provided by the ESOL department.  
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The observations revealed that ECATs’ professional experience was invigorated 

by a 3-week training the school offered at the beginning of the academic year. By 

participating in a series of self-paced modules, all four ECATs informed their practice 

with a significant amount of technology-based knowledge that they used to design 

lessons according to their departments’ expectations. ECATs’ insights showed the 

relevance of making sound pedagogical decisions based on professional experience. 

In maintaining their collaborative networks, Rose, Daisy, and Lynn engaged in 

sustainable interaction where resources were exchanged and reflection on best teaching 

practices was encouraged. In Daisy’s case, she established parameters that modeled 

professional behaviors. She explained,  

I am constantly aware that many of my students may not have the same 

vocabulary or socioeconomic status as the rest of us. I make sure the professional 

aspect is never lost. Furthermore, while doing all of these [interactions], there is 

definitely a professional aspect, which cannot be crossed. 

In comparison, Emma emphasized that research on best teaching practices for Latina 

students was still minimal. Rose focused on productive collaboration within professional 

networks: “I collaborate with other photography teachers in the state and across the 

country professionally to help me develop additional best practices that students’ peers 

would also have to engage socially.” In contrast, Lynn suggested that her pedagogical 

decisions were determined by her attention to research-based practices that aligned with 

the characteristics of students in her classes. 
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It was important for ECATs to be proactive in their professional experience 

development. Despite the demands of the new virtual teaching setting, ECATs confronted 

changing times with changing tools. They saw themselves mirrored in their students’ 

struggles and successes. Among the various professional experiences that impacted 

ECATs’ decision-making were (a) early experience with a home-based business, (b) high 

school tutoring of peers, (c) travel-teaching in Native American counties, and (d) prior 

career-based experience. When they described their professional experiences, Daisy and 

Rose remembered how early work-related experiences made them resilient and added 

substance to their instructional practices. Both of them had the experience of working 

abroad as educators, which enriched their professional values, upholding their self-

perceptions as exemplary educators.  

Cultural Experiences. ECATs relied on and trusted their significant prior cultural 

experiences as educators, students, and travelers. They used culturally related strategies 

as core values or frameworks upon which they enacted decision-making. While some 

ECATs knew about factors such as familismo, others were familiar with acculturation 

practices. From this stance, ECATs considered cultural experience as a filter they could 

use to integrate students’ cultural knowledge into their assignments and projects.  

ECATs’ Flexibility to Create Channels for Self-Expression. ECATs adopted 

flexible attitudes and openness to promote student success. Their early teaching 

experiences were different from the virtual setting during this research study, but 

equipped them with tools to reach students at their level of understanding, which required 

them to exercise flexibility. These flexible practices were characterized by a student-
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centered orientation, opportunity-making behaviors, and personal willingness to obtain 

student feedback.  

Because their teacher personas were formed by sound teacher/student relations, 

ECATs tapped prior experience with issues and challenges faced by Latina youth. They 

were sensitive to particular problems their students experienced and capitalized on 

strategies that supported students at school and beyond. For example, Daisy and Emma 

referred to academic anxiety and student disengagement, while Rose and Lynn shared 

instances of early expression and empathy for peers. 

Daisy explained that she had experienced academic anxiety during her high 

school years in India when she was expected to take a state exam to move forward in her 

specialization. For Emma, just like Daisy, graduating from high school had been a salient 

short-term goal. When she became aware that decisions could have an impact on her 

future, Emma decided to put her best effort into her academics. She recalled how her high 

school teacher persuaded her to stay in school. This marked Emma in profound ways, 

making her attentive to home factors that hindered Latina students’ education. 

Experiences like these enabled Daisy and Emma to become long-standing student 

supporters.  

Both Lynn and Rose recognized that they had enjoyed their high school years in 

significant ways. Lynn became a math mentor for her peers, and Rose thrived in 

photography and art classes thanks to her teachers’ guidance, driven to implement 

practices that facilitated enjoyment, self-expression, and opportunity. In her reflection, 

Lynn stated, “To build that environment, it’s [important] to share about my personal life 
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but also giving them opportunities in different ways to share about theirs.” In parallel, 

Rose strove to support students by using photography as a means for self-expression. She 

argued that “photography is a creative outlet that I always hope students will be able to 

use to express themselves and their experiences.”  

Teaching in the midst of a pandemic, utilizing a newly acquired virtual modality, 

did not prevent ECATs from becoming vital agents who articulated comprehensive-based 

supports and services.  

ECATs’ Considerations Toward Students, Teachers, and Self. The cross-case 

analysis showed evidence of ECATs’ personal beliefs regarding the potential in every 

student. It was clear that they considered education critical for students’ personal, 

academic, and socioemotional development.  

Considerations Toward Students. ECATs were not hesitant in sharing their hopes 

that their teaching would make an impact on students’ current opportunities and future 

lives. They understood how necessary it was to push boundaries, sometimes ingrained in 

the school culture and context, to focus on student progress. This mentality afforded them 

a growth mindset to align practices, including techniques to increase student buy-in 

regarding their academics. ECATs expressed their belief in every student’s potential 

regardless of background, ethnicity, and social status.  

Both Daisy and Emma were predisposed to enacting a can-do mindset, while 

Emma and Lynn uplifted their students’ potential through one-on-one conversations. 

Lynn also delved into this can-do mindset, conveying her message through a willingness 

to take on opportunities as they arose. To address students’ prior negative experiences 
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with mathematics, she encouraged them to take ownership of their learning. It was 

evident that ECATs did not take the responsibility of educating Latina students lightly. 

On the contrary, their upfront and genuine investment presented a novel learning space 

that sought to contribute to student-centered mindedness in multiple ways.  

This approach was evidenced in Rose’s praxis. She promoted equity for all 

students, and her experience as a commercial photography teacher instilled an asset-

oriented mindset. In  

Considerations Toward Teaching and Teachers. ECATs were cognizant that 

teaching as a practice had to be subject to change, adjusting to the demands and 

challenges of the virtual setting. In reflecting on teaching, they differentiated traditional 

teaching from collaborative teaching. They saw the traditional model as teacher-centered 

and inapplicable to the current context, and they conducted their praxis collaboratively, as 

a result of lessons learned from their personal, professional, and cultural experiences.  

They maintained an optimistic outlook, embracing the virtual teaching context 

with enthusiasm, enjoyment, and readiness to learn. Lynn, for instance, challenged 

traditional teacher actions: “I could see a lot of theirs [their teaching] was, okay, you’re 

gonna get a piece of paper, you’re gonna copy down what I write on the board.” Daisy 

and Rose commented on how much they enjoyed teaching and sharing their passion with 

students. They sought to instill these values in students by implementing changes in 

instruction. Regarding teaching art, printmaking, and connecting with students during 

Zoom classroom hours, Rose expressed, “At the point, I just enjoyed teaching art. I didn’t 

know about teaching anything else, but I loved teaching art stuff. And, I’d have kids that 
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would be like, ‘Can we just stay?’ ... It happens with my Level 2s and Level 3s 

[students].”  

In her teaching and working with Latina students, Emma maintained an asset-

oriented mindset. This stance reflected the way a teacher made her feel in her high school 

years. Emma also judged the impact of her instruction based on her experience of 

hardship and inadequacy in high school. Therefore, her praxis focused on getting a sense 

of her students’ worlds to figure out potential stressors or threats. In addition, she 

believed that students were losing motivation and confidence due to being long-term 

Level 1 students in the ESOL program.  

Considerations Toward Self as Teacher. ECATs recognized that their 

experiences regulated their planning, teaching, assessing, and re-teaching in the virtual 

environment (Table 11). For instance, Daisy considered herself a workaholic. She 

identified herself with her professional career, and did not hesitate to share that while 

other people warned her about burnout, she would continue working as hard as she 

currently did. Emma relied on her experience with technology and explained that she had 

been dedicating at least 20 hours more to working during the last semester. She described 

her approach by saying,  

This is how I handle things inside the classroom and through our Zoom lessons. 

On top of whatever we have to do in the regular time period, and my clientele, my 

students are at different levels than anything, I’ve worked 15 to 20 extra hours, so 

yesterday [Sunday], I worked all day. 

Lynn’s self-confidence was reflected in her teaching approach. Being 
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knowledgeable about working with Latina students, she adopted a confident outlook, 

expressing the depth and breadth of her expertise with math-related content and 

strategies. While Daisy and Emma showed pride in their teaching dedication and 

endeavors, Rose expressed hesitation. She stated that she considered many effective 

strategies and incorporated instructional materials obtained from her professional teacher 

network. However, she pondered best teaching practices that supposedly critically 

affected students and asked herself what effective teaching meant.  

In all, ECATs sought to implement effective practices shared in the teacher 

networks to which they belonged. They also engaged in an equity-based dialogue that 

centered culturally and linguistically diverse students and their identities at the core of 

instruction.  

 

Table 11 

 

ECATs’ Experiences 

 
Experience 

Source 

Daisy Emma Lynn Rose 

Personal Immigrant 

Financial struggles 

Worked at a young 

age 

Mother teacher & 

business owner 

Empathetic 

Thankful 

 

Lived in different 

states 

Hardships in 

adolescent years 

Financial struggles 

Worked at a young 

age 

Mentor high school 

peers 

Volunteered 

Taught math to 

peers 

Positive teacher 

relations 

 

Father photographer 

Mother teacher 

Traveling teacher 

Exposed to 

different Native 

American & Irish 

cultures 

 

Professional Training 

PD 

Edutainer 

Online class student 

Leadership CTE 

Diversity of teaching 

methods 

Career switcher 

Online class student 

New teacher at 

research site HS 

PBL 

Best teaching 

practices for ELs 

Tech savvy 

Online class student 

Network 

Research-based 

teaching 

practices 

 

Tech savvy 

Online class 

Network 

Digital literacy 

Leadership CTE 

Blogging 

PBL 
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PBL 

 

Cultural Family expectations 

Multilingual 

Co-formulate norms 

of trust 

Aware of cultural 

differences 

Monolingual 

Informed of 

students’ cultural 

realities 

Monolingual 

Informed of 

students’ cultural 

realities 

Native American 

Digital activism 

Art as therapy 

Monolingual 

Community-

oriented mindset 

Note. CTE = career and technical education; ELs = English learners; HS = high school; 

PBL = project-based learning; PD = professional development. 

 

Conclusions for Research Question 3. This section has explored how experience 

influenced ECATs’ teaching of Latina youth. While underlying teacher behaviors were 

accounted for in the different data sources, ECATs shared various experiences that 

shaped their identities as exemplary educators. A salient point in this section was 

interactive decision-making. As ECATs performed their teaching, they shared personal 

experiences through viewpoints, suggestions, and opportunities. Thus, they were able to 

foster students’ motivation to engage in learning.  

ECATs’ accounts drew upon positive (a) learning experiences, (b) teacher/student 

interactions, and (c) creative channels of expression. Their lived experiences of studying, 

learning, coaching, tutoring, volunteering, and teaching abroad urged them to maintain 

high levels of awareness that reinforced their perceptions of Latina students. Finally, by 

situating students at the core of their current trajectories, ECATs’ predispositions 

regulated their teaching as they strove to share their passion for learning and discovery.  

Findings Research Question 4: ECATs’ Adaptation to Virtual Teaching/Learning  

How do ECATs adapt to the stress and change to a virtual learning environment? 



 
 

293 

 

The purpose of this research question was to explore ECATs’ strategies, attitudes, 

and mindsets along with the adaptations they made while working with Latina students in 

the first semester of distance teaching during the COVID-19 pandemic. The ECATs in 

this study were identified by administrators and school leaders as educators whose 

perceptions and instructional approaches best supported Latina students’ academic 

progress. The online teaching challenges they faced were evidenced in the synchronous 

classroom observations, field notes, interviews, and questionnaire answers. In their 

exploration of virtual teaching, ECATs’ roles became dynamic as they incorporated 

technology-based knowledge in conjunction with newly acquired information from 

professional development modules offered at the beginning of the school year.  

During the initial transition to distance teaching, ECATs pondered barriers to 

technology and access as well as outside-school stressors. However, they were resilient in 

this challenging context, adopting a growth mindset and an optimistic outlook. In their 

reflections, they discussed how they handled setbacks and concerns with a proactive 

attitude. As ECATs sought to implement their curricula in distance teaching during Fall 

2020, they reported a sense of limited control over student Zoom class attendance, 

engagement, and work completion. The cross-case analysis generated the following 

categories and themes to address the research question.  

ECATs Understand Online Learning Challenges by Reading Students’ 

Behaviors. 

Understanding Online Learning Challenges. As ECATs settled into their novel 

virtual teaching reality, it was important to understand the interdynamics that lay ahead. 
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To begin, they all had the same syllabus template, which they used to describe their 

expectations, curricula, grading systems, and, most importantly, brief biographies to 

introduce themselves. The course syllabi were posted on the school’s online learning 

platform, Schoology. All but one ECAT, Emma, had been using Schoology for the past 3 

years. Lynn and Rose described themselves as tech-savvy educators, while Daisy and 

Emma took a less confident posture. Emma expressed that she had used Google 

Classroom in her previous workplace, and Daisy shared that she was learning new things 

constantly by attending professional development sessions. 

Some ECATs acknowledged that online teaching was challenging, while others 

saw it as nothing new. One of the most salient findings across cases was ECATs’ 

capacity to adjust to the virtual setting despite multiple unexpected obstacles. In this 

regard, Rose said, “I don’t think any of us [teachers] want to be in this situation that we 

need to take a little more heart in the fact that we are really united in our disjointedness at 

present, because everybody is experiencing it, and it sucks for everyone.” Despite her 

frustration, Rose sought to gain a deeper understanding of this new context. Daisy 

concurred: “This has been a difficult transition for many.” Emma asserted, “Sitting at 

your home, teaching, is not easy.” 

In describing the teacher/student distance in virtual settings, both Lynn and Emma 

reported instructional time as a limitation. The school system had decided to provide 55-

minute blocks for each subject in distance teaching, whereas during in-person teaching, 

instructional hours were 90 minutes. As a math teacher, Lynn sought to provide an 
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inclusive environment for improving student academic performance despite the time 

limitation.  

In contrast, Rose’s focus was on teachers adapting to the virtual setting. Daisy’s 

concern included student demotivation, and Emma’s was related to lack of self-advocacy 

skills. Daisy pointed out how students’ reaction to distance learning could hinder their 

development. She stated, “I think the first challenge is the kids are quickly demotivated 

overall.” Daisy was cognizant that her cosmetology students needed a hands-on approach 

to promote the skills and abilities needed in the field. Relatedly, Emma discussed the 

challenges her ESOL students faced, and shared in particular that her female students had 

not yet developed the ability to advocate for themselves. 

Attentive to Behaviors by Differentiating Instruction. ECATs were keen to 

adjust their instruction by utilizing a wide variety of strategies. However, they also 

developed and followed an organizational structure, based on teacher and student 

preferences, procedural routines, and learning activity objectives. To define priorities, 

ECATs became more attentive to student behaviors. 

A salient finding in this regard was that no ECAT forced students to show their 

faces during instruction. While, Daisy was the most eloquent ECAT in persuading 

students to make themselves virtually visible, the other three ECATs respected students’ 

decisions to maintain their cameras off. Daisy realized that students’ decisions impacted 

their learning, and dealt with the experience of losing control. She expressed that students 

were limited because they could not see her face expressions and body language in 

person. Rose, for her part, explained why she did not push students to start their videos:  
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[I am] not forcing the issues of the cameras [on], I kind of regret it ‘cause I see 

other teachers who, like, their kids have all their cameras on … and I can’t get it 

to happen now ‘cause I think I’ve created a space where it’s sort of a break from 

being on camera, and I think that they would not appreciate me changing the 

dynamics at this point.  

Regarding the level of resiliency shown by students, Daisy added, “Virtual setting has 

been difficult but not completely impossible.” Another strategy to handle students not 

turning on their video cameras was observed by Emma, who focused on the positives and 

advantages of virtual teaching. 

Challenged Not Knowing Students’ Technology Skill Levels. At the time of 

virtual teaching, ECATs had a sense of how much technology knowledge their students 

required to perform in online lessons. They anticipated having students whose knowledge 

was limited. Despite attending training on how to teach virtually, ECATs were aware that 

the level of student performance would depend on students’ prior knowledge and 

experience with technology-based tools. Some ECATs were more confident than others 

in students’ experience with the Schoology platform; those who taught students who were 

new to the school and the English language were more hesitant about their benefiting 

from synchronous teaching. All the ECATs were knowledgeable about the virtual 

platform except Emma, who was a newly hired teacher.  

ECATs reported facing multiple challenges despite considering themselves tech 

savvy. For instance, Rose and Lynn were frustrated by the students’ limited experience 

with technology. They realized those with only one screen at home were at a 



 
 

297 

 

disadvantage when having to do interactive learning activities such as Nearpod that 

required multiple windows open at the same time. Rose described how she had to explain 

technology in addition to her subject content: “I show them something like, you drag the 

file from the File Explorer into your Google Drive, I can’t show them that motion 

because they’re two separate windows. And, it’s so annoying to me, and so frustrating.” 

Lynn put it this way: “We’d have to tell them, okay, now leave your Nearpod, come back 

to Zoom today, and it was like a back and forth, it was difficult for the students to go 

back and forth on stuff using just one screen.” 

Daisy described challenges in navigating the Zoom breakout room platform. Her 

observations showed how distance teaching presented unfavorable conditions for 

adequate lesson delivery. For instance, once she shared a class Zoom link with her 

students, but to her surprise, she had sent the wrong link. Instead of copying the link from 

the teacher Zoom site, she had copied it from the Schoology platform.  

While these three ECATs expressed frustration at technology-related issues that 

arose during synchronous Zoom lessons, Emma relied on students’ experience with 

Schoology because this virtual platform was new to her. 

ECATs Engage in Productive Virtual Interactions Willing to Improve. 

Validation of Students’ Response. Across the cases, ECATs celebrated students’ 

attendance, participation, and performance. ECATs were cognizant that student 

attendance, in the first place, depended on their capacity to create a trusting learning 

environment. To achieve this, they invested time to promote favorable relations and 

interactions with students. Moreover, they maintained a genuine respect for students, 
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treating each class and each learner with attention and care. Challenging teacher 

dominance observed in traditional instructional models, ECATs expressed the 

significance of (a) praising students’ positive response to virtual learning, (b) respecting 

students’ decisions to participate or not, (c) acknowledging students’ good work, and (d) 

celebrating students’ effort to complete work. 

Several similarities emerged across cases when ECATs described students’ 

responses to virtual learning. While delivering instruction in the virtual setting proved to 

be cumbersome, ECATs focused specifically on what worked and students’ response to 

their teaching. By keeping this stance, they found professional reward in their students’ 

performance and products. For example, Daisy explained, “Because you’re really 

focusing on [new content], I will tell you, these kids are doing some amazing work.” She 

also celebrated students’ ongoing attendance in her cosmetology classes. “They are 

showing up so, we can take that, they are showing up, you know, although they may be 

feeling low and down and upset, at least, they’re showing up.”  

Impressions of Student Products. Rose, in parallel to Daisy, reported that 

students’ products were impressive in her Photography 1 classes. Despite work turned in 

late, Rose focused on the quality of the product, deciding not to penalize students for 

lateness but to celebrate their artistic skills. Emma joined Rose in celebrating student 

work completion. She suggested that students could keenly identify teachers who trusted 

in their abilities and intelligence, and performed for those teachers with creativity and 

commitment.  
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Such a teacher stance was prominent among cases. For ECATs, building a 

significant relationship with learners included establishing an emotional connection with 

them; ECATs focused on students’ well-being and expressed their support during 

challenging times. Once they had gained students’ trust, ECATs also gained their respect; 

thus, both parties committed to a productive teaching-learning cycle.  

ECATs Show Willingness to Change Instructional Routines in Virtual 

Setting. 

Changes Instruction Accordingly. ECATs sought to influence student progress 

positively. To do so, they made decisions to change their instruction, routines, learning 

activities, and strategies. However, they maintained high expectations of student 

performance and academic potential, which were reflected in their individual approaches 

to address students’ needs in distance teaching. Opposing the fixed mindset of traditional 

teaching, ECATs embraced change and adopted a flexible attitude. This predisposition 

allowed them to implement effective practices to level the playing field.  

Across the cases, ECATs’ mindset was that change was essential to leverage their 

distance teaching practice as effective. Utilizing personal experiences, professional 

training, and culturally related knowledge, ECATs changed their practices in multiple 

ways to implement student-centered teaching. These changes occurred at different times 

in the pedagogical process—in particular, during planning and teaching—due to 

professional development being offered as a result of more technology being 

incorporated and new challenges faced by students. Furthermore, these changes 
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influenced the multidimensional makeup of the teachers’ beliefs, instructional-based 

knowledge, and technology-related decisions.  

Change as a Constant Practice and Change as Necessary. Enacting changes in 

their pedagogy demanded taking risks and making themselves vulnerable to potential 

failure. However, ECATs viewed change as necessary. To Lynn, change was a constant 

practice; Daisy agreed, saying, “Someone wise once said, change is constant, deal with it, 

otherwise you will be left behind.” Similarly, Rose and Lynn concurred that change was 

an integral part of their decision-making in order to provide high-quality teaching. Rose 

shared that she changed her teaching several times during Fall 2020.  

Furthermore, Emma strove to implement best teaching practices continuously. 

She indicated that her students’ varied levels of English proficiency needed differentiated 

instruction. As a result, Emma engaged in cultural responsiveness when she changed her 

teaching according to students’ needs, denoting an alignment between her professional 

knowledge, experience, and disposition to change. 

ECATs Implement New Channels of Virtual Communication. 

Creates and Fosters Channels of Ongoing Communication in Virtual Setting. 

For ECATs, it was paramount to establish trustworthy communication channels. In 

particular, during their first experience with distance teaching, they felt compelled to 

foster sustainable communication that involved students, parents, and school 

professionals when needed. They argued that a two-way communication could nourish 

teacher/student interactions in multiple ways. ECATs communicated via Schoology, 

Remind, emails, phone calls, and office hours.  
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Daisy explained that she used virtual communication to discuss students’ progress 

and areas of growth: “Before each marking period, and [at the] end of the marking 

period, I hold individual conferences. I had to get a little creative in the virtual world but 

was able to accomplish it.” Lynn and Rose also utilized virtual communication to foster 

students’ collaboration and engagement. This approach was essential in creating a 

trusting climate. Emma sought to achieve the same goal, saying, “I used communication 

as a tool to create partnerships.”  

Communicates Using New Technology in Distance Teaching. Data from the 

collective sources showed that ECATs assumed an active role in communicating with 

students, parents, and professionals in the virtual setting. Their accounts included varied 

descriptions of opening lines of communication with purpose and sensitivity. All ECATs 

utilized the communication tools that worked best for their students. However, they all 

highlighted that Remind allowed them to translate the messages effectively into the 

students’ languages. Daisy used Remind before, during, and after class to keep her 

students on target and informed about the course-related agenda. Meanwhile, Emma used 

Remind and phone calls led by the school translator/interpreter to get students informed 

about missing assignments. Rose concurred with Emma regarding the possibility of 

translating messages into Spanish, and said she used Remind to reiterate Schoology 

messages: “I use a lot of different communication tools like messages in Schoology, 

emails, Remind, but I always do it in English., I like that Remind will translate your 

message for you.” Finally, Lynn used reaction buttons, Remind, Padlet, and a document 

camera to communicate effectively with students. 
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ECATs Reflect on Advantages and Disadvantages of Distance Learning. 

What Worked and What Didn’t. ECATs sought to highlight the advantages and 

disadvantages of distance/online learning/teaching to determine the best teaching 

practices. They also emphasized what worked, what did not work, and what they would 

have done differently in their discussions. Understanding these differences was important 

for ECATs, who were continually adjusting their intentional practices. In this regard, they 

viewed themselves as curriculum and instructional designers. Some ECATs shared that 

they revisited previous videotaped lessons to compare them with the current ones they 

were recording. Others defined themselves as curriculum writers and had the autonomy 

to make decisions based on self-reflections, student feedback, and student/teacher 

dialogue.  

Instead of adopting video and virtual-based resources for their lessons, ECATs 

thrived in creating personalized lessons, contributing to the effectiveness of their 

teaching. This disposition was evidenced during observations and noted in field notes. 

For instance, ECATs leaned on their content-based expertise by implementing a series of 

interactive resources that provided students with the customized tools they needed to be 

successful.  

ECATs reported that the most effective practices supporting student learning were 

communicating and holding high expectations; adopting a flexible stance; implementing 

student-preferred interactive tools; and academic one-on-one negotiations. Among the 

challenges ECATs encountered during their distance teaching were (a) developing 

knowledge of Zoom video meeting tools, (b) student engagement levels, (c) ineffective 
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interactive lessons, and (d) time-consuming online learning tasks. Table 12 presents 

quotes from ECATs on the pros and cons of distance teaching as well as things they 

would have done differently to maximize the effectiveness of instruction. 

 

Table 12 

 

Distance Teaching Advantages and Disadvantages 

 
ECAT Pros Cons Done differently? 

Daisy “I’ll tell you, I’m very strict with 
my students. I expect my 

students to say hello when we 

are taking our attendance. I 
want to hear them. With my 

second year [students], I am a 
little more strict. You want to 

do practical work, you will 

turn on your screen, we are 

learning, you will 

communicate. I don’t see you, 

where did you go?” 
“What is wonderful is when I see 

my entire class showing up but 

very little [behavior] issues.” 
 

The first time I did breakout rooms, I 
was sharing my screen, and then, I 

sent them to the breakout room, 

and I bring them back, and they’re 
all sharing now, then I finished the 

entire lesson in Nearpod thinking 
that they’re all watching my 

screen. Halfway in there, I realized 

that when you put them in 

breakout room, and bring them 

back, your screen share stops.” 

“So, yesterday, I have been meeting 
with my Skills USA during lunch 

time, and I captured the Zoom link 

from Schoology, I posted it out 
there. For some reason, they 

couldn’t get in, I had 240 kids 
texting me, calling me, and I’m 

like what’s going on. I should have 

captured it [the Zoom link] from 

the Zoom site, and apparently the 

Schoology [doesn’t allow them to 

log in] if they were not part of the 
Schoology course, it stops them.” 

Emma “What has worked for me is 

allowing students the 
flexibility to do things when 

they can, so, I’m not hard and 

fast with deadlines right now 
because you can’t be … I try 

to give them multiple 

opportunities to take quizzes 
and tests, you know, [I tell 

them] ‘I want you to be 

successful.’ One of the good 
things about being online is 

my students are working, they 

don’t have the distractions of 
the other kids beside them.” 

“What doesn’t work sometimes? Like 

today, I put up the vocabulary 
words and ask them to write a 

sentence in English using the 

vocabulary word. At first Block 1, 
I had two or three students [who 

did the task]. Third Block, where 

the majority of the kids could have 
done it, not one student tried. 

Fourth Block, I didn’t even do it, I 

just told them I’m giving you this 
time to study the vocabulary 

words. Tomorrow you will have an 

assignment where you will write a 
sentence in English.” 

 

“But you try some things, and 

sometimes they work and 
sometimes they don’t. And, so, 

we’ll do it a little differently next 

time.” 

Lynn “I have started to incorporate a lot 
of different ways for them to 

respond and answer 

[geometry] questions in class.”  
“I teach my class in a flipped-

classroom model, so moving it 

to a virtual setting was not that 
different. Students still watch 

the [video recorded] notes 

before class, and time in class 
is meant for practice, and 

answering questions. The 

flipped-classroom videos have 

“So, we first started geometry CLT 
[meetings], we kind of plan 

together, we split up the 

workloads. We started with 
Nearpod, … and some of the 

students were tired of Nearpod or 

it was a sense of them having to go 
back and forth ‘cause if we wanted 

to show them something through a 

document camera or use doing a 
problem, we’d have to tell them, 

‘Okay, now leave your Nearpod, 

come back to Zoom … it was 

“I would have started my flipped 
classroom earlier than I had with 

my classes, … I would’ve had a 

little bit of feedback of how it went 
from the beginning of the year, 

rather than letting this year 

[students] be a guinea pig for those 
first few units.” 

“Teaching online makes you think 

more about what tools student 
have outside [school]. Some tools 

help the students get the answers 

without knowing the content. I like 
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ECAT Pros Cons Done differently? 

helped because students are 
learning and seeing the vocal 

words before we get to class to 

practice. They are able to 
reach out to me beforehand 

with struggles, so I can 

address them.” 
“My style is always student-

driven, based on past results, 

class time, and feedback they 
[the students] give me.” 

 

difficult for the students … that’s 
when we decided instead of doing 

Nearpod, we’d do Google slide 

presentations, and we put different 
interactive tools.” 

to make sure my decisions or 
assessments [include math 

problems] where students need to 

provide work, so I can make sure 
the work is theirs.” 

Rose “I’ve been using digital notebooks 

as a way to reinforce 

information … the kids have 

to add definitions or image 
references, but I’ve also 

started including assignments 

in them, the kids will load a 
contact sheet of thumbnails 

essentially into the Learning 

Journal, and then I’ll link to 
their Google Drive folder, so 

that I can do a really quick 
check on all of their pages 

basically. I also do a Bell 

Ringer for the first five to 10 
minutes of class, and just play 

music, which is not something 

that I used to do before.” 
“I think it’s been fun to see kids 

get excited about things in 

[distance learning].” 

“The first week of classes. I tried to 

teach the way that I used to with a 

slideshow, and I liked to do all 

these screenshots and the slide 
show to give directions, and I 

realized that it was time 

consuming and it was not engaging 
at all.” 

“I abandoned breakout rooms. I kind 

of abandoned doing any feedback 

… [students] put feedback in the 

chat or use reactions. Not forcing 
the issue of cameras, having the 

cameras off when teaching, I kind 

of regret … And I can’t get it to 
happen now, ‘cause I think, I’ve 

created that space where it’s sort of 

like a break from being on camera, 
and I think that they [the students] 

would not appreciate me changing 
that dynamic at this point.” 

Note. CLT = community learning team. 

 

Students’ Disengagement in Distance Learning. Among the things ECATs 

would have done differently during distance teaching were technology-related actions, 

teaching models, and expectations of having video on. Daisy, Rose, and Lynn were 

adamant in explaining the things they would have done differently. However, Emma 

maintained a more self-understanding stance. She focused on her duties in a flexible way, 

exercising sensitivity not only for students but also toward herself.  
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ECATs Determined to Implement Best Teaching Practices. 

Teaching 21st-Century Skills. ECATs enacted a changing and proactive attitude; 

modeling 21st-century skills was foundational in their virtual lessons. They strove to 

know strategies that worked. In particular, knowing the multiple challenges faced by 

students, ECATs considered themselves role models for students to learn 21st-century 

skills. For instance, Rose modeled critical thinking in her commercial photography 

classes. She discussed her intentional media literacy teaching by calling students’ 

attention to backgrounds and image-related messaging.  

In geometry class, Lynn focused on strategies that prepared students by 

supporting their problem-solving skills. She previewed lessons by engaging students in 

procedural knowledge. She explained, “I teach my class in a flipped model, so my 

students’ homework focus is to watch me do notetaking. I do my videos on EdPuzzle, 

they watch video, I ask them questions throughout.” On the other hand, Daisy sought to 

prepare her students to be successful in the cosmetology market by modeling transferable 

skills based on communication and collaboration. She argued, “It’s called life skills, 

communication and personal habits, ethics, and integrity, and we want to build those 

characteristics, so we do consultation techniques and prepping them to sound 

professional. And these skills, I believe, transfer into any profession.”  

Similarly, Rose, in commercial photography classes, modeled her creative 

thinking to teach transferable skills like Daisy, but she added the connection between 

communication skills and self-advocacy skills. In contrast, Emma prioritized modeling 

resiliency and adjustment to the virtual setting. Emma shared, “If I didn’t feel 
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comfortable in front of the camera or being in front of students, it would be tough. This is 

not an easy environment … and, so you have to embrace [challenges] and do what you 

can do.” 

Enhanced Technology Knowledge. While most ECATs felt prepared to convey 

virtual teaching effectively, some found themselves articulating new knowledge in their 

distance teaching setting. To do this, they sought to solidify technology-based knowledge 

and expand their prior experience with online learning. In this regard, ECATs engaged in 

the school-wide training on distance teaching implemented at the beginning of the school 

year. Through online learning modules, they were introduced to various models of 

distance teaching, as well as model lessons with multifaceted tools designed to foster 

student engagement. In addition, ECATs had the opportunity to personalize their online 

course syllabi and upload the first week’s lessons in advance. By participating in their 

content area collaborative learning team meetings, ECATs also enacted their leadership 

roles; they contributed to the distance teaching curriculum, selected online-based 

resources, and discussed formative and summative assessments required as evidence of 

mastery. 

 Both Rose and Lynn expressed feeling comfortable teaching virtually. They also 

referred to themselves as tech-savvy teachers. They both relied on their competence and 

expertise to create a distance learning climate that kept students motivated to learn. This 

expertise in technology made them willing to implement new online-based resources that 

they learned from professional networks. Moreover, they both used a variety of strategies 

to make online learning interactive and meaningful.  
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In her lessons, Rose compiled a series of learning activities, offering relevant 

information and interactive tools such as digital notebooks, video clips, interviews, how-

to procedures, and art-based activities. Rose’s objective, like Lynn’s, was to get students 

ready to interact with new content in a variety of ways. 

In contrast, both Daisy and Emma reflected on their developing experience with 

technology and showed how proactive they were in expanding their online teaching 

experience. Emma was realistic about her experience, sharing that she had always used 

technology but did not consider herself tech-savvy. Interestingly, during the post-

observation interview, Daisy shared that she had been assisting other teachers in creating 

online-based surveys and teaching them to use tools/apps such as Remind to 

communicate with students and parents effectively. 

ECATs Reflect on their Virtual Teaching Personas. 

Teacher Identity and Persona. In order to capitalize on their expertise for 

supporting student progress, ECATs engaged in sustained self-reflection, pondering their 

efforts in the virtual setting. Each ECAT described her newly acquired virtual persona, 

focusing on how they operationalized their practices to deliver student-centered teaching. 

While Daisy drove her pedagogy on the basis of edutainment principles, Lynn, Emma, 

and Rose employed a more socioemotional focus, specifying their beliefs, character, and 

behaviors and reflecting on how their perceptions impacted their virtual instructional 

practice.  

 In retrospect, ECATs integrated personal, professional, and cultural experiences 

in exploring who they were and how they acted as emerging online teachers. Daisy 
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described it this way: “I hope I’m coming off as an edutainer, or at least as a teacher who 

is passionate. I want my students to know that I have a ton of experience.”  

 Lynn concurred with Daisy regarding the notion that the teacher had to adopt an 

entertainer persona to keep students engaged. Lynn expressed, “I think in online 

[teaching] you have to be a little more energetic to get students interested, … when it’s 

virtual to keep them intrigued you have to put on a little bit of a show.” Emma and Lynn 

also sought to create a friendly virtual learning environment. They both expressed that 

they greeted students when they logged in and acknowledged their presence even when 

they were late to class. They focused on their role as understanding, compassionate 

teachers in times of heavy emotional burden. Similarly, Emma noted, “I try to be as 

friendly as I would be in the classroom, always smiling when I greet everyone when they 

arrive … I do have students that come in a few minutes late, you know, they will 

apologize.” 

 Rose took a retrospective stance, comparing her current online teaching with her 

teaching in Spring 2020, when the governor closed schools due to the COVID-19 

pandemic. She asserted, “So, I listened to a video I recorded last spring [2020], compared 

to how I talk now, and I think that the way that I interact now, I’m probably more 

exuberant in the teaching now.” 

Challenges and Demands. Teaching at a distance presented challenges, pressures, 

and demands that had to be addressed on the spot. Because ECATs prioritized their new 

roles as online teachers and the importance of maintaining high teaching standards, they 

experienced fatigue and a sense of burnout. ECATs agreed that disconnecting from their 
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laptops at the end of the day was difficult, especially when their working hours had 

extended to 15-20 additional planning and assessing hours. Interestingly, Daisy took 

pride in this aspect, stating, “Even when you’re not thinking about it [work], and even 

when you think you’ve checked out, have you really checked out, you know?” Daisy’s 

experience aligned with that of Emma, who was a newly hired ESOL teacher this year. 

Emma explained, “Probably [I work] much more than I should, I mean, I would say after 

hours, I would say easily, it can be some weeks with 15-20 extra hours.” This stressor 

was also shared by Rose, who was a seasoned teacher but felt the new academic year 

differently. In Rose’s words, “Now I feel like I’m to do, to do, to do…where like [after 

work] you’re physically and mentally just done.”  

 In contrast, Lynn’s rationale took a different tone. She described how she 

attempted to extend mathematics lessons to students who worked during school hours. To 

reach her students, she led a group of teacher tutors that offered classes at the school 

location on Saturdays.  

Hopes about Students’ Development and Performance. When adapting to the 

changes that emerged in virtual teaching, ECATs were attentive to their Latina students’ 

outlook, performance, and well-being. Across the cases, they determined a series of 

threats and stressors that hindered these students’ education. However, they also 

perceived this population as resilient. Therefore, they established subtle academic 

contracts. By outlining priorities in terms of assignments, quizzes, projects, and exams, 

ECATs personalized their instruction and assessment based on professional discretion.   
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ECATs’ Perceptions of Latina Students’ Stressors. 

English Language Skills. By discussing current stressors that hindered student 

online class engagement, ECATs sought to drive their practice with cultural sensitivity 

and empathy. However, they had high academic expectations and encouraged learners to 

be involved in sustained growth.  

Two ECATs, Emma and Daisy, described limited language skills as the main 

factor hindering student progress. In the same vein, Daisy stated, “I think Latinas don’t 

necessarily know that they all believe that about themselves, so, my goal is always to 

promote education, to promote the ability to succeed.” Because Emma had previously 

worked with Latina youth in her previous school, she focused on student hesitation to 

communicate socioemotional needs as a challenge, concluding that traumatic experiences 

could be key threats to student success.  

In Daisy’s case, requirements of the Commercial Cosmetology program allowed 

her to follow the same students for at least a couple of academic years. Therefore, she 

developed a closer relationship with students, parents, and families.  

Teacher/Student Power Relations. Rose posited that teacher/student power 

relations was an issue that determined students’ sense of self-efficacy and belonging, 

while Lynn was concerned with students’ working hours, which clashed with school 

hours and demands. It is important to highlight that Rose was the one ECAT who 

questioned educators’ beliefs about teaching for social justice. She recognized an existing 

structural bias on the part of some teachers and how their stereotyping influenced their 

expectations. Rose explained, “I think that biased … honestly, teachers, administrators, 
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people who have position[s] of authority [are those] who just automatically typecast them 

[Latina students] or assume the least common denominator, rather than holding this bar 

that they should rise to.”   

In discussing stressors and threats, Lynn expressed her concern about students’ at-

home responsibilities, including babysitting and holding full-time jobs. She trusted in her 

professional experience and modified her approach effectively to make professional 

decision to work things out with learners in ways that contributed to their progress.  

ECATs Discussed Latina Students’ Strengths. 

Resiliency and Work Ethic. Each ECAT highlighted Latina students’ resiliency 

and work ethic as major strengths. The ECATs’ beliefs enacted an asset-oriented mindset. 

Therefore, they were keen to highlight abilities, skills, and attitudes that made students 

stand out. ECATs concurred in their perception that Latina students brought with them 

cultural talents, linguistic skills, and work ethics that contributed to their learning and the 

learning of peers. Given the importance of getting to know students, ECATs strove to 

strengthen student academic commitment by nourishing their development and praising 

their good work. ECATs identified Latina students as (a) hard-working, (b) determined or 

go-getters, and (c) goal-setters.  

Determination. Three ECATs, Lynn, Emma, and Daisy, referred to Latina 

students as learners whose strong will to succeed academically differentiated them from 

peers. Lynn explained,  

I have found out that they are one of the most dedicated to want to try the hardest 

in my classes. Compared to others they want to succeed and they push themselves 
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to everything they can. Now, that doesn’t speak for everyone, there’s always a 

few outliers, but the majority, they want to make their families proud. 

 Emma was impressed by her Latina students’ English progress during the first semester. 

She asserted, “In this block, I have nine students. Seven of them are female Latina 

students. I have some real go-getters, and then I have some students who are trying, but 

my girls, my ladies, they are always working hard.”  

Relatedly, Daisy maintained an asset-oriented mindset by advocating for students 

who, despite lack of resources, had made significant progress in the first quarters of the 

school year. She noted,  

Hardworking, hardworking, I think they’re very hardworking. Sometimes, I’ll be 

honest with you, although they’re hardworking, they don’t necessarily know their 

potential. I don’t think all of them know what they’re capable of, and this may be 

enough, or maybe they didn’t have a leader in the house. 

For Daisy, it was relevant that her students knew their potential and developed self-

confidence. She sought to inculcate this value by having class guests that reflected 

students’ cultural background, and shared personal experiences that resonated with 

students’ realities.  

Future Goals Defined. Finally, Rose’s commercial photography students were 

able to articulate their future goals and set graduation as an important goal. She engaged 

in meaningful one-on-one dialogue, learning about students’ interests and inquiring about 

their short-term goals. Thus, she was able to provide case-by-case resources and 

community support. In Rose’s words,  
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Generally speaking, they are very eager to improve themselves. A lot of them are 

very proud of being the first person in the family to get to finish high school, and 

possibly go to college, or, you know, they are proud of their family, and they want 

to get into the family business, or they want to make money for their family. 

That’s something I’ve seen across the board. 

In considering students’ strengths, ECATs highlighted values that contributed to 

meaningful teacher/student personal, socioemotional, and academic interactions. 

Latina Student Focus. Within the new virtual learning context, the ECATs kept 

students in mind. Lynn asserted, “When planning for a class, I make sure to plan with all 

students in mind.”  Emma shared a similar view: “I think it is important to know who 

your students are, their background and interests.” In this regard, Rose added, “I think 

working with Latina youth makes you think about their circumstances.” Rose expressed 

her admiration for those students who pursued their high school education despite facing 

adversities. For Rose, student-generated photography gave her the opportunity to 

understand students’ personal and socioemotional situations. 

Among the ECATs, Lynn was the one holding a more generalized view of 

students. However, when asked about the Latina students in her geometry class, she 

elaborated on their reciprocal interactions by stating, “They came in quiet and I think it’s 

common for distance learning like not wanting to either open their mics, some don’t, 

depending on the answer to the question.” However, Lynn’s academic conversations 

enacted a give and take of ideas, processes, and knowledge. Latina students participated 

to support peers and to make self-corrections with the content.  
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Another observable behavior was Lynn asking students to show the way they had 

learned to solve mathematical problems in their previous schools. Leaving the shyness 

behind made students feel as members of a learning community. Daisy also noted the 

significant progress of students in her class. Not only did she prepare them for statewide 

competitions, but she intentionally exposed them to real professional contexts in pursuit 

of becoming business owners.   

Rose described Latina students’ performance by comparing them with Latino 

students. She referred to instances when female students were more engaged and active 

class participants while male students showed a tendency to stay more passive. She 

explained this way: 

I have found out that my Latinas have been much more engaged than my Latino 

students, and that has continued to be the case, I mean, I don’t have a female 

Latina student who showing up [in virtual class] is not doing work. … I stand 

behind the fact that I think for Latinas who want this [their education], this 

[virtual teaching system] has worked. 

Conclusions. Instruction during distance/online teaching required ECATs to 

develop a sense of understanding and sensitivity. This new modality not only prompted 

teachers to re-examine their pedagogical philosophies, but also motivated them to adapt 

to change in innovative ways. In-class teaching strategies, once taken for granted, were 

redesigned to fit the virtual classroom setting. Therefore, ECATs were able to conduct 

micro-teaching and one-on-one support using sophisticated tools. Despite the challenge 

of students not turning on their video cameras, ECATs adopted a respectful posture. 
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An observant attitude was essential for ECATs to learn about students’ needs. The 

multiple communication tools they implemented in online lessons facilitated some degree 

of reciprocal communication. However, as ECATs described, some students were almost 

unreachable. This situation did not discourage them. On the contrary, they were 

committed to communicate with students through other school agents such as the school 

translator/interpreter, counselors, and social workers.  

Another important element of adapting to the virtual learning environment was 

aligning course workload with students’ time availability. Thus, ECATs established a sort 

of blind academic contract that encouraged students to take ownership of their learning. 

Finally, ECATs relied on research-based practices that contributed to their subject-matter 

expertise and enhanced their teaching.  

Cross-Case Analysis Additional Findings 

One of the study’s unanticipated findings was that ECATs strove to find a sound 

balance between the demands of distance teaching, life exigencies, and professional 

responsibilities. During this novel teaching modality, they endeavored to offer a flexible 

learning landscape. Their pedagogical purpose was to engage students cognitively, 

socially, and academically as they articulated dynamic teacher/student interactions. 

Furthermore, ECATs considered this challenging context as an opportunity to 

have their voices heard. Despite the unprecedented virtual teaching setting, they 

expressed enthusiasm and optimism as they established reciprocal communication with 

learners that nurtured their sense of efficacy and agency. Hence, ECATs were genuinely 

willing to listen to their students and learn about their daily lives.  
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I was surprised by the unique ways in which ECATs transitioned to 100% 

virtual/online teaching. Drawing heavily on their skill sets, action sets, and predisposition 

to create a culture of inclusion and intercultural understanding, they embraced the 

challenges posed by distance teaching with resiliency. ECATs employed innovative 

virtual-based tools and apps to add substance to lessons, assignments, and assessments. 

Their cooperative approach, in which students took an active role during class 

discussions, established a sense of academic partnership, enhancing student investment in 

their learning. 

 Finally, distance teaching increased ECATs’ awareness of students’ real-time 

needs, which they addressed by affording available resources. ECATs’ pedagogical 

actions allowed them to achieve a virtual social presence that contributed to the 

teaching/learning process in significant ways.  

Summary of Cross-Case Analysis  

 A cross-case analysis of the data sets collected from the four ECATs revealed 

implications for pedagogical decisions and approaches implemented in distance teaching. 

While distance teaching posed unprecedented challenges, ECATs enacted a toolset of 

predispositions and commitments in their daily practice. Regarding C/CC/IC practices, 

ECATs implemented self-selected approaches that sought to establish a trusting and 

reciprocal environment. As such, teachers became learners, and learners became teachers, 

in a collaborative spirit where everyone created a culture of respect, appreciation, and 

resiliency. 



 
 

317 

 

ECATs implemented an increasingly wide variety of technology-based models by 

trial and error. Encouraging older students, in this case Latina students, to collaborate and 

advocate for themselves was a major ECAT priority. They strove to personalize their 

virtual learning spaces in ways such as moving from whole group lessons to one-on-one 

conversations. Although ECAT/student interactions did not occur in an in-person setting, 

they were no less significant. On the contrary, ECATs focused on the opportunities, 

delved into challenges with enthusiasm, and nourished their students’ sense of belonging. 

Another salient finding involved creating and establishing routines that built 

relevancy into learning, discovery, and creativity. Creating virtual partnerships proved to 

be an effective strategy adopted by ECATs. In their efforts to engage students and bring 

them on board, ECATs implemented developmentally appropriate techniques that sought 

to acknowledge the cultural uniqueness of each learner. These strategies included asking 

students to write brief autobiographies, inquiring about their cultural traditions, 

acknowledging their funds of knowledge, allowing them to share their interests, and 

honoring their voices. 

In Chapter 5, I present a discussion of the most salient findings across cases. The 

discussion section includes a summary of the major themes in relation to the existing 

literature, the conceptual framework introduced in Chapter 1, and implications for further 

research. This discussion aims to broaden the lessons learned from the four ECAT cases. 

In addition, it formulates potential for further investigation of exemplary teachers’ 

pedagogy and its impact on Latina student academic achievement. 
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Chapter 5: Discussion 

I am driven by the desire to help young people because someone helped me. I 

could have easily been the student who just quit school because I hated being in high 

school. Especially, once I had a job and I could make money . . . but you know someone 

sat down, and it was multiple people with multiple adults, who said you have to make 

decisions that are different if you’re going to have something different . . . that that’s 

what drives me, every student, every young person, has the ability to succeed. Are we 

going to be able to help every one of them? No, but I will do my damn best to help 

everyone that I can. 

           —Emma, ECAT (01/16/21) 

The purpose of this study was to explore exemplary content area teachers’ 

(ECATs’) practices, beliefs, experiences, and changes adopted while teaching Latina 

students in distance learning. Despite the wealth of research suggesting that ECATs are 

committed to their teaching with high levels of awareness, understand students’ 

foundational knowledge (Evans, 2018; Prediger, 2019), and empower students socially, 

emotionally, politically, and intellectually (Casalaspi et al., 2018; Dabach & Fones, 2018; 

Lee, 2018; O’Keeffe, 2019; Wiium & Dimitrova, 2019; Wyatt et al., 2017), knowledge 

remains limited about the perceptions of teachers who address Latina students’ culturally 

related needs. There is a gap in the scholarly literature regarding how teachers of Latina 

students relate to essential intercultural practices, negotiate social agreements, and 
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influence students’ decision making using their past personal, professional, and cultural 

experiences. 

Research Gap 

Prior research discussed in Chapter 2 identified the gap regarding exemplary 

teachers working with high school Latina students in a distance teaching setting. This gap 

in the research literature is more significant for those students who are developing 

English skills and lack access to resources such as Wi-Fi, libraries, and at-school 

professionals. Specifically, there is a need to understand how exemplary teachers move 

beyond the one-size-fits-all mentality toward a student-centered pedagogy based on 

innovative and creative approaches to teaching and learning. 

Virtual Data Collection Challenges 

This study addressed this research gap by exploring ECATs’ accounts regarding 

their beliefs, roles, and multidimensional interactions with students. While I was 

conducting this research study virtually, I came across challenges that urged me to 

question my preparation to handle the sheer amount of data. In fact, conducting the 

analysis demanded reading and rereading the interview transcripts, listening to 

audiotaped observations multiple times, and organizing emerging codes, themes, and 

categories in manageable ways. This experience challenged me to maneuver through the 

initial coding and the within-case and across-case analyses in ways that made sense. It 

took endless hours of focused attention to identify commonalities and differences among 

data sources. As I became more and more familiar with the data, I was able to respond to 

the task with diligence and curiosity. 
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Online Interviews 

Frequently, I would go back to the literature in the methods section to ensure that 

my approach was following the premises agreed upon in my dissertation proposal. One 

particular example lies in pondering my decision-making as a researcher. When I 

conducted the initial interviews via Zoom meetings, I had to give up the note-taking 

strategy I had planned to use, and relied on the voice recorders so that I could offer my 

full attention to the participants on the video calls. I purposefully made eye contact, 

maintaining my attention on their facial expressions and the tone of their voices.  

A major disadvantage of the online interviews was occasionally losing the live 

connection throughout the conversations. When this happened, I had to patiently wait to 

reconnect with the participant, then ask them to repeat the last few sentences that were 

inaudible to me. Despite these few inconveniences, I made every effort to regain the flow 

of the conversation, keeping the participants at ease and willing to rephrase their 

arguments. 

In discussions with the participants, we often talked about the taken-for-granted 

idea that teaching and learning take place solely in the school setting. This traditional 

image was shattered in an instant when on March 13, 2020, the governor ordered the 

closing of in-person teaching at public schools due to the COVID-19 pandemic. Soon 

after, teachers in the participants’ school district were informed that the upcoming 2020-

2021 school year would be conducted virtually. To prepare them for this instructional 

endeavor, virtual professional development workshops and modules were quickly put in 

place. 
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The findings from the cross-case analysis reveal that the new normal brought 

about by the constrictions of teaching in a virtual modality made the participants resilient 

to the challenges of the virtual teaching/learning environment. On the one hand, ECATs 

discussed the unique ways they seized challenges as opportunities for growth. On the 

other hand, they did not underestimate the potential brought by students. From their 

perspectives, these exemplary teachers capitalized on their own experiences as learners, 

optimizing their pedagogy with students’ linguistic and cultural knowledge.  

Virtual Data Collection Benefits 

The new experience of online interviewing made me more aware of the 

advantages of in-person communication. However, the benefits of online interviews 

included (a) building rapport before the interview, (b) ensuring that participants were in 

familiar surroundings, that is, their homes, and (c) ensuring they felt safe. To achieve 

this, I followed Salmons’s (2015) recommendations on e-interview research. Salmons 

argued that synchronous communication could be invaluable for rich data collection, if 

the researcher took advantage of the unique features and possibilities offered by the 

Internet and virtual tools supporting research. In this regard, I planned each Zoom virtual 

meeting carefully, corroborating participants’ time availability in advance. We also 

shared a Google document titled “Data Collection Plan.” This allowed participants to 

specify dates and times when the interviews and observations would take place.  

My familiarity with the ECATs was minimum to none. Previously, I had met 

Daisy and Rose during after-hours school events, but we had not engaged in 

conversations. I had met neither Lynn nor Emma prior to this research. This study 
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granted me the opportunity to meet these four exemplary teachers at the professional 

level and establish research-based interactions that contributed to our collective growth. 

In this online environment, the participants took a primary role in making decisions about 

when to schedule the video calls and observations. They made those decisions at their 

discretion, based on their preferred times and the classes with the highest number of 

Latina students.  

ECATs’ Predispositions 

The ECATs’ overall predispositions covered six main aspects: (a) teacher 

cultural, cross-cultural, and intercultural (C/CC/IC) practices; (b) can-do attitude; (c) 

professional predispositions; (d) student-centered mindset; (e) embracing change; and (f) 

genuine care (Figure 11). According to Merriam-Webster (n.d.), “predisposition,” as a 

noun, means the action of putting someone or oneself in a frame of mind to be willing to 

do something. This definition aligns with Cole (1969), who argued that teachers were 

most likely to act in accord with their predispositions in challenging times.  

This qualitative study explored participants’ real-life experiences and accounts to 

understand their skill sets, roles, and predispositions (Merriam & Tisdell, 2016), and how 

these interconnected with intercultural competence (IC) to develop a global-oriented 

mindset (DeJaeghere & Cao, 2009). As such, scholars Bash (2012) and Coulby (2011) 

argued that teachers can purposefully develop a set of dispositions and capabilities 

through active engagement. Furthermore, Dabach et al. (2018) and Yurtseven and Altun 

(2015) postulated that in today’s diverse classrooms, teachers’ perceptions of immigrant-
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origin youth influence pedagogical decision-making, adaptations, and overall 

predispositions.  

A substantial exploration of the characterization of ECATs allows the 

understanding of factors driving their decision-making as they reinvent their distance 

teaching pedagogical practices. These exemplary teachers’ beliefs called for student-

centered approaches to address the needs of Latina students in Grades 9-12. In this final 

chapter, I discuss the six categories (Figure 11) that feature ECATs’ predispositions 

while addressing the research questions. First, I elaborate on how the findings correlate to 

recent research. Next, implications are discussed along with potential questions for 

further research concerning exemplary teachers and Latina students. Finally, I describe 

the limitations and present a summary highlighting some concluding remarks. 
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Figure 11 

 

Categories Describing ECATs’ Predispositions 

 

Note. ECATs = exemplary content area teachers. 

 

ECATs’ predispositions were categorized according to skill sets and action sets 

brought into their practice. Moreover, their adoption and implementation of culturally 

based competencies contribute to the conversation regarding exemplary teachers and 

Latina students in distance teaching/learning contexts. The committed attitudes of ECATs 

were clear throughout the study, denoting the link between teachers’ philosophies, 

student-centered orientation, and self-reflection. Adding value to this study was the 

virtual condition in which it was conducted. Significant lessons learned by these ECATs 
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during distance teaching in pandemic season resonate with current research, 

complementing the discussion from insiders’ perspectives.  

ECATs’ C/CC/IC Practices  

The focus of this study was exploring key attributes enacted in ECATs’ 

pedagogy. It was a priority not only to understand culturally embedded practices, but also 

to offer participants an outlet to express their personal and professional experiences 

related to working with Latina students. Because each ECAT performed sustained self-

reflection, their accounts gave them the opportunity to expand on experiences, prior and 

new, that enriched their teacher personas. Hence, by fostering a culturally based 

classroom dynamic and engaging in sustained reflections, ECATs enacted a toolkit of 

skills, actions, and flexibility that responded to students’ needs. 

First, IC encompasses teachers’ ability to communicate effectively and 

appropriately with people from different cultural backgrounds (Deardorff, 2006; 

Spitzberg & Changnon, 2009; Spitzberg & Cupach, 1984). The ECATs’ testimonies 

reflected the importance of bringing up students’ cultural backgrounds to establish a 

sense of agency and belonging. Their views resonated with research that has depicted IC 

elements as supporting teacher/student negotiations of opportunities (Bash, 2012; 

Coulby, 2011; Deardorff, 2006; DeJaeghere & Cao, 2009). Such elements include two 

groups of teacher/student relatedness skills: listening, observing, and evaluating and 

analyzing, interpreting, and relating (Deardorff, 2006). 

Listening, Observing, and Evaluating. Within teaching/learning interdynamics, 

meaningful learning experiences play a pivotal role, fostering a sense of belonging that 
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creates a climate of trust (Cushner & Mahon, 2009). Relying upon their expertise and 

tackling students’ cultural experiences, ECATs demonstrated flexible attitudes and 

adaptive behaviors to foster Latina students’ self-advocacy skills. This included 

purposeful listening and asking for clarification on what students needed to be successful.  

During the observations, ECATs posed questions about their chosen strategies, 

interactive activities, and assignments. While students were shy at the beginning of the 

school year, they were more willing to engage in conversations during class discussions 

by the second quarter of the school year. Observing students’ performance and 

participation allowed ECATs to select the most effective approaches to meet their needs. 

This was challenging to accomplish throughout the virtual lessons because students chose 

not to turn their screens on. ECATs expressed that they felt like YouTubers because they 

thought they were speaking to themselves. 

Despite these challenges, ECATs adopted a dialogic teaching approach, where 

students’ voices were heard through the chat app, polls, and surveys. Highlighting 

specific connections with students’ interests and questions, they strove to evaluate their 

teaching in regard to best instructional approaches. In addition, ECATs sought to 

deconstruct their notions related to at-school student participation in order to move 

forward and situate themselves within the virtual teacher/student communication in 

distance learning. 

Analyzing, Interpreting, and Relating. ECATs displayed effective 

communication skills throughout the observations, as accounted for in the field notes. 

They emphasized providing learners with multiple channels of communication. By 
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employing one-on-one Zoom synchronous conversations or using communication apps 

during class discussions, they hoped to establish a sense of relatedness not only with 

learners, but also with their newly acquired virtual teacher personas. By analyzing the 

new virtual context, interpreting student needs effectively, and consistently seeking to 

relate with learners, ECATs supported their students, showing elements of cultural 

sensitivity and empathy during instructional events. 

Soft Skills. Furthermore, during their online teaching, ECATs adopted soft skills 

to bridge teacher/student/content connections, complemented by the right mindset and 

readiness needed in intercultural contexts. Enhancing teacher/student relational dynamics 

not only helped the teachers take an observant posture to evaluate their teaching, but also 

allowed students to think in cultural and intercultural ways (Bennett & Bennett, 2004; 

Bulnes & de Louw, 2013; Hammer et al., 2003). Students in these ECATs’ virtual 

classrooms accessed a learning platform that fostered meaningful exchange of 

knowledge, processes, and perspectives. Hence, learners’ funds of knowledge were 

welcomed and appreciated. 

Instances of ECATs’ frustration and concern were also visible during 

observations and interviews. These reactions occurred as a result of perceived student 

engagement. However, ECATs did not assume a deficit-oriented mindset. On the 

contrary, they developed the skills, mindset, and readiness to address the demanding 

virtual teaching context. Their efforts to stay in tune with students’ outside-school 

realities, meet students at their level, and guide them through the learning process 
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mirrored effective practices with Latina learners (Achinstein et al., 2015; Athanases & de 

Oliviera, 2014). 

ECATs had high academic and professional expectations of students and adopted 

a coaching role to help students manage school responsibilities by formulating short-term 

and long-term goals. These teachers sought to nurture student identities by highlighting 

opportunities, potential, and success. Moments of tension were diverted into discussions 

of what the future had to offer and the impact of today’s decisions. Challenging other 

teachers’ stereotyping of Latina students, ECATs offered them a routine-based structure 

and customized academic scaffolding. Furthermore, it was evident that ECATs strove to 

communicate their academic experiences and expectations to instill a sense of adequacy, 

belonging, and risk-taking. 

Cultural Capital Theory. Teacher/student engagements became relevant because 

they reflected principles from sources rooted in social and cultural capital theory 

(Coleman, 1988; Yosso, 2005). While the cultural capital theory encompasses both 

economic and cultural wealth, this discussion focuses on teacher/student social 

interactions, which are contextualized in social practices. Social capital is defined as the 

collection of benefits and resources that individuals, families, and communities obtain 

through social relationships (Coleman, 1988).  

The findings across ECATs highlight their investment in fostering culturally 

based exchanges that supported students. Aligning their lessons to students’ interests, 

talents, and needs was at the core of ECATs’ planning. To calibrate their teaching 
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according to Latina students’ needs, they worked to stay informed about their students 

from low-income immigrant families.  

Aspirational, Navigational, and Linguistic Capital. ECATs challenged 

traditional forms of teacher/student interaction and demonstrated three types of capital: 

(a) aspirational, (b) navigational, and (c) linguistic. These elements from Yosso’s (2005) 

community cultural wealth framework contributed to the virtual learning process in 

meaningful ways. For instance, a study on first-generation students identified aspirational 

capital as an individual’s ability to sustain hope and dreams for the future in times when 

obstacles, threats, and stressors arise (O’Shea, 2015; Yosso, 2005). Therefore, 

aspirational capital generates resiliency-based attitudes that establish a culture of 

potential and possibilities. 

Navigational capital occurs when individuals are skillful and resourceful in times 

of unpredictable change. ECATs displayed their navigational capital during the 

transitioning stage from in-person instruction to distance teaching. The experience 

enriched ECATs’ subject-matter expertise, pedagogy, and technology-based knowledge 

instead of catching them off guard. Navigational capital was also evidenced when ECATs 

stepped outside their comfort zone of in-person teaching to reach out to other 

professionals in their field. Not only did they seek to learn what pedagogical practices 

worked for students, but also they wanted to teach, train, and share strategies, supports, 

and models that proved to be effective in their teaching. Thus, ECATs took on a 

leadership task that allowed them to experience professional solidarity and 

understanding. 
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ECATs also utilized varied navigational strategies that benefited disadvantaged 

students. According to Yosso (2015), navigational capital is the intrinsic desire to enact 

behaviors supporting one’s agency and engagement through social networks. ECATs 

enacted agency to make timely and effective professional decisions during planning, 

teaching, and assessing. Maintaining their attention to students’ new contexts, they also 

took an active role in questioning traditional practices based on a deficit student model. 

For instance, they made efforts to bring up issues related to long-term ELs, trauma, 

poverty, and cultural dissonance. Meanwhile, notions of navigational capital also include 

teacher connections within professional networks. By enacting navigational capital, 

ECATs hoped to promote student agency.  

Intercultural Empathy. In this study, ECATs initiated conversations that 

reached learners at their level of skill and proficiency. They believed it was essential to 

engage in sustained dialogue that motivated students to take risks. Within the IC 

framework, ECATs aligned their practice with their philosophical beliefs, and their drive 

to go beyond the standard teaching practice was evidenced throughout the data collection 

stage. 

Within ECATs’ C/CC/IC practices, an essential step beyond standard teaching 

practice was their adoption of a sense of intercultural empathy, which led them to 

discover their students’ worlds, views, and traditions. Deardorff (2006) postulated that 

the process to move toward ethnorelativism reflected one dimension of the process model 

of intercultural competence (PMIC) components. Because this process is not static, it 

follows under the IC natural flow, and ECATs were predisposed to engage in adaptability 
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and ethnorelativity (Bennett, 1993; Deardorff, 2006). They achieved this goal by asking 

questions and prompting discussions that resulted in intercultural exchanges. ECATs 

learned about students’ familial expectations, traditions, cultural norms, and procedures. 

Some of them incorporated student knowledge into their lessons, and others expanded 

their understanding of core stressors students faced in the virtual learning setting.  

The PMIC was derived from principles in IC research, and depicts the operational 

dimensions in which individuals engage with each other. According to Deardorff (2006), 

the four elements that interplay in this process are attitudes, 

knowledge/comprehension/skills, external outcomes, and internal outcomes. One of the 

objectives of this research was to investigate Deardorff’s PMIC framework, which 

grounds the dimensional tenets of IC needed in diverse settings. Hence, it was vital to 

continue exploring the ECATs’ beliefs, philosophies, praxis, and adjustments to teaching 

Latina students in virtual/online settings.  

The practices of the ECATs in this study conveyed a set of elements related to 

culturally based practices, which interconnected and contributed to building awareness of 

cultural, cross-cultural, and interculturally embedded predispositions. Their pedagogy 

was based on knowledge, praxis, and skills related to working with this population in 

effective ways. Based on the study findings, Figure 12 shows a proposed framework of 

C/CC/IC practices for educators working with Latina students. 
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Figure 12 

 

ECATs’ C/CC/IC Practices 

 

Note. ECATs = exemplary content area teachers; C/CC/IC = cultural, cross-cultural, 

and intercultural. The tree shows ECATs’ predispositions, including skill sets and action 

sets conveyed in their C/CC/IC practices. 

 

ECATs’ Can-Do Attitude 

“The quality of an exemplary teacher is demonstrated by their willingness to set 

and maintain the highest standards for themselves and students.” 

—Robert John Meehan (2011) 
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 The findings of this study suggest exemplary educators maintain a can-do 

attitude. This resonates with Meehan’s quote above, bringing a message of 

encouragement that nurtures our understanding of exemplary teachers’ praxis. When 

challenges arose, ECATs employed a predisposition to grow personally, socially, and 

professionally. The initial coding of the study data also revealed their predispositions to 

establish a culture of resilience, respect, and determination.  

In Resilient Teachers, Resilient Schools, Day and Gu (2013) considered the 

interconnectedness between teachers as (a) individuals, (b) negotiators of personal and 

professional interactions, and (c) actors within the context-embedded structure in which 

they operate. The authors further discussed Darling-Hammond and Lieberman’s (2012) 

investigation on teacher resiliency, which is defined as an essential quality and a 

necessary capacity for leaders to lead to the best of their abilities. Such a character entails 

adopting the role of a vocational self-rooted in a value set including openness, curiosity, 

and discovery. By sharing personal life experiences, ECATs created a culture of 

resilience, stimulating students’ motivation and willingness to learn.  

The first element of this culture of resilience was ECATs’ can-do attitude. This 

movement beyond standard teaching practice was evidenced in the strategies they used to 

provide students with different academic opportunities (Figure 13), based on effective 

pedagogical values and skill sets. Relatedly, ECATs’ willingness to share personal 

accounts of financial and social setbacks threatening their academic attainment made 

them genuine partners within the learning/teaching process. They created a climate based 
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on confidence, trust, and belonging, where learners developed the belief that they could, 

indeed, improve.  

A second movement beyond standard practice was creating a dynamic 

environment. This action relates to Claro et al.’s (2016) notion of growth mindset 

(Dweck, 2008). Claro et al. further explained this in their research, asserting that growth 

mindset refers to “the belief that intelligence is not fixed and can be developed despite 

adverse circumstances” (p. 1). During their teaching, ECATs showed a capacity to 

enhance their learning by trying things out and a willingness to engage in complex tasks 

with a sense of curiosity and discovery. They wanted to teach students that obstacles 

meant opportunities for growth, and failure could mean a significant step toward success. 

Facing the increased challenges of distance learning, these exemplary educators did not 

rely on well-intentioned actions or desires, but engaged in ongoing self-reflection and 

self-evaluation, seeking to integrate strategies that worked by hearing students’ voices.  

ECATs also enacted their positive can-do attitude while working with Latina 

students (Constantine & Gushue, 2003; Grieve, 2010; Lewis et al., 2012: Sibley & 

Brabeck, 2017). In the novel online/distance teaching setting, ECATs’ attitudes 

influenced student buy-in, increasing academic motivation. Although they went through a 

transitional period of distance teaching in Spring 2020, the new Fall 2020 context 

demanded they adopt a toolbox of attitudes that included openness, curiosity, and 

discovery. According to Deardorff (2006), attitude is an essential dimension of the PMIC, 

needed to promote student empowerment and challenge cultural beliefs or practices 

considered academic obstacles. 
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A third way ECATs moved beyond standard teaching practices was applying their 

attitudes and beliefs to prevent communication disruptions or misinterpretations between 

learners and teachers. For instance, the can-do attitude was essential to challenge 

traditional pedagogical models. This attitude empowered ECATs to take ownership of 

their expertise and apply it toward specific student-oriented actions. ECATs gained a 

substantial understanding of Latina students’ realities by boosting their professional 

knowledge and enacting genuine curiosity about their students’ identities (Elizabeth et 

al., 2008; Lewis et al., 2012). As shown in Figure 13, a can-do attitude nourishes 

students’ and teachers’ motivational levels and leads them toward an environment where 

their potential can be reached. Within this realm, elements that underpin intercultural 

values can be identified. Thus, in moments of tension and profound change, a can-do 

attitude is invaluable. 
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Figure 13 

 

ECATs’ Can-Do Attitude 

 

Note. T = teacher; Sts = students; ECATs = exemplary content area teachers. 

 

ECATs’ Professional Predispositions 

The findings of this study showed that even though the COVID-19 pandemic 

caused a dramatic change in instruction, ECATs maintained a professional outlook and 

instructional resilience that fostered high morale. They took advantage of ongoing 

professional development, access to professional networks, effective professional 

interaction, and decision-making to set short-term and long-term goals. The teachers’ 

professional personas were rooted in prior experiences during their years as young 

mentors or student teachers.  
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According to T. E. Smith and Sheridan (2019), an educator’s professional 

knowledge is shaped by external avenues and personal experiences. This study supports 

the notion that experiential knowledge impacts the quality of interactions among 

intercultural actors and promotes cross-cultural negotiation of protocols and social rules. 

Within the virtual teaching context, educators who enact a reflective posture at the 

personal and professional levels espouse a predisposition that supports learning. P. Smith 

(2013) coined the term “knowledge beyond practice,” expanding on Cochran-Smith and 

Lytle’s (1999) study that focused on educators’ readiness to intervene in conversations 

where opposed views of languages and cultures exist.  

Such professional knowledge is framed by processes, practices, and products. In 

ECATs’ cases, processes were identified through their ongoing reflection and request for 

students’ feedback. Within their practices, ECATs engaged in an interdynamic approach 

to (a) learn to know, (b) learn to do, (c) learn to be, and (d) learn to live together with (P. 

Smith, 2018). Last, their professional stance enabled them to change the way they 

communicated, calibrate expectations, and position themselves within professional 

networks. 

Because ECATs’ predispositions allowed them to establish an unthreatening 

learning environment, which was much needed to foster learning and progress, they also 

adopted a sense of intercultural sensitivity. This was deeply rooted in their personal, 

professional, and cultural experiences, inducing them to engage in professional 

negotiations to confront the virtual teaching challenge with enthusiasm and relatedness.  
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To be effective educators, ECATs created, accessed, and participated in 

professional online-based networks using multiple social media platforms. In the same 

vein, they were committed to learn about students’ strengths and necessities in order to 

plan and deliver instruction at their level of mastery. Moreover, they proposed and 

engaged in metacognitive processes to increase their skills and abilities as distance 

teaching educators, which was not an easy task. Virtual teaching gave ECATs 

opportunities to see themselves during and after instruction. This new teacher-to-self 

dynamic required them to move beyond a comfort zone. Thus, they pondered the lessons 

they planned, the instruction provided, and the changes they made in synchronous virtual 

teaching. 

Teacher dispositions have been framed as a packet of values, commitment, and 

professional ethics influencing teacher behaviors and actions toward learners, families, 

colleagues, and communities in ways that impact student buy-in related to motivation and 

learning as well as teacher professional development (Council for the Accreditation of 

Educator Preparation, 2013; de Jong et al., 2013; Freeman, 2003, 2007). Furthermore, the 

demands that emerged from the drive to reach all learners while having little control over 

the instructional setting made ECATs take a relational stance. They were keen on 

negotiating roles to adjust instruction according to students’ contexts, resources, and 

content-based priorities (Dabach et al., 2018; Gay & Kirkland, 2013; Reyna & Weiner, 

2001; Yurtseven & Altun, 2015). 

ECATs’ toolbox of predispositions not only guided their pedagogical decision-

making but also transformed their virtual teacher/student relations (Figure 14). Because 
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the flow of international students arriving in American schools continues to grow, it is 

paramount to understand teachers’ strategies to build positive and meaningful 

relationships (Brown & Rodriguez, 2017; Dabach & Fones, 2018; Koul, 2016). 

Therefore, as ECATs enacted practices that were adaptive to culturally diverse Latina 

students’ needs, they made themselves available for sustained learning growth. 

This process occurred throughout the teaching/learning dynamic interaction. 

While ECATs attempted to establish a community of differentiated support, they 

performed a balancing act to integrate behaviors, attitudes, and actions with attention to 

student performance in learning events. Similarly, as opportunity creators, ECATs 

supported learners by sharing the power of choice. Finally, whether ECATs were willing 

to exert more effort in their planning and teaching or were driven by a value-based 

system, they pondered their practice and reinvented themselves through newly acquired 

online teacher personas. 
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Figure 14 

 

ECATs’ Professional Predispositions 

 

Note. ECATs = exemplary content area teachers. 

 

ECATs’ Student-Centered Mindset 

ECATs brought their expertise in working with Latina students to their virtual 

lessons, and adopted a flexible posture that maintained their student-centered professional 

disposition. Furthermore, they reinvented their identities, creating a learning scenario 

where students took the stage as protagonists. Teaching students to be self-directed 

learners posed a challenge for ECATs as they sought to empower students through 

multiple interactions. 

ECATs focused on Latina students’ daily personal, socioemotional, and academic 

needs, taking a more individualized approach. While distance teaching interrupted 
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person-to-person communication, these educators looked beyond the limitations to 

project their teaching as significant lessons for the future. Students were perceived as 

future adults contributing to society to the best of their abilities. Hence, ECATs helped 

them to formulate pathways by which career and higher education opportunities were 

seen as attainable.  

ECATs demonstrated student-centered priorities when they enacted a humanistic 

pedagogy. By positioning the learner at the core of the pedagogical dynamics, their 

teaching addressed learners’ fundamental personal, socioemotional, and ethical needs 

(Arifi, 2017; Hanley et al., 2020). The observable core tasks implemented by ECATs 

showed that their centering of students enhanced the teacher/student interaction. In a 

recent study exploring educators’ views of the quality of emotional support in changing 

times, Hanley et al. (2020) argued that teachers take on new roles and responsibilities to 

give students adequate and timely emotional support. They noted that this essential 

service depends on broader sociopolitical factors contributing to the school culture. 

As mentioned in Chapter 2, schools are sociopolitical spaces where power 

dynamics are built upon determined and unspoken protocols. To support Latina students, 

ECATs prioritized their instructional services based on humanistic education theories that 

helped them articulate their roles to foster student well-being (Barr et al., 2015; 

Bronfenbrenner, 1979).  

ECATs were invested in entering their students’ worlds to determine effective 

socioemotional support. While they respected students’ decisions and levels of 

participation, these educators did not conform their teaching to covering the content. On 
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the contrary, they were predisposed to address the specific socioemotional needs of 

students by reaching out to at-school professionals such as the school counselor, the 

social worker, administrators, and interpreters. Moreover, they sought to communicate 

with students’ parents and relatives, who acted upon needs and support. 

Student Disengagement/Teacher Working Hours. Student disengagement or 

perceived indifference toward academic responsibilities became another challenge that 

created tensions between teachers and learners. To address this issue, ECATs focused on 

student effort and work-based ethics. Thus, learners were able to get good grades despite 

limited work production. However, ECATs expressed a level of tension and 

preoccupation with their limited ability to provide on-the-spot student support. Moreover, 

they had an enhanced awareness that these developmental years in students’ lives were 

critical, and that relational gaps were obstacles hard to defeat.  

Conflicts also emerged around the number of hours ECATs dedicated to their 

teaching. To compensate for student academic dissonance and disengagement, they 

worked longer hours than usual, seeking to communicate with students and parents and 

maintaining ongoing three-way communication after school hours. While none of the 

ECATs complained about the after-school and extended working hours, this context 

showed evidence of structural dysfunction in the teaching practice. The commitment they 

enacted demanded an untraditional investment of time spent in front of their laptops and 

connected with the school learning platform, Schoology. Fortunately, these educators 

were resourceful and used self-care tactics such as yoga classes and hiking trips to 

support their overall well-being.  
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One way this problem could have been addressed was to reduce the number of 

students per teacher. With fewer students, ECATs would have had more time to meet 

student needs during working hours. For instance, in high-performing schools, a 

reasonable teacher/student ratio is maintained to guarantee high-quality teacher support 

and optimal time dedicated per student. By doing so, the teacher becomes a welcomed 

partner within the student support circle. 

Student-First Mindset. ECATs enacted a student-first mindset by capitalizing on 

their expertise, student knowledge, and intercultural sensitivity (Figure 15). This 

approach was conveyed by their ability to employ IC principles. During their virtual 

teaching, they aligned content-based objectives and students’ cultural identities to foster 

understanding and respect (Bennett, 2017; Birman et al., 2007; Gay, 2006).  

By implementing a humanistic approach, Karakaya (2021) postulated that 

educators should comply with integrating an iterative design process “driven by students’ 

feedback and teachers’ reflection” (p. 296). ECATs utilized a student-centered 

framework to make sound decisions related to content, assessment, and learning tasks 

because they were constantly changing and evolving. Hence, their decisions aligned with 

a humanizing pedagogy that supported at-school and outside-school dimensions of well-

being. 

Handling Tensions and Inner Conflict. ECATs also experienced tensions and 

inner conflicts while teaching Latina students. Bishop (1991) posited that implementing 

culturally based knowledge motivates Latina students’ identity building as academically 

successful learners. Sánchez (2007a) discussed Latina students’ transnational and cultural 
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authenticity, and determined that they use research and cultural resources to produce a 

counterstory about being U.S. immigrants. Furthermore, this study revealed that much of 

their learning occurs “outside schools and in their families’ home country” (Sánchez, 

2007a, p. 266). While they relied on their expertise, ECATs worked to improve the 

effectiveness of their practice by planning and providing learning tasks that capitalized on 

Latina students’ morals, knowledge, beliefs, and purposeful goals.  

The current study’s findings correlate with the arguments of Bishop (1991) and 

Sánchez (2007a, 2007b), grounding the pedagogical interaction with students’ C/CC/IC 

capital. By keeping their eyes on students, these teachers assumed their ultimate role. 

They modeled attitudes, behaviors, and love for learning, hoping their students could 

learn from them. Most importantly, ECATs realized that being lifelong learners was 

deeply rooted in their identities. Because they were constantly learning from professional 

development and teacher/student interactions, they thrived at teaching and modeling 

transferable skills. 

Another problem ECATs faced was challenging the assumption that all classes 

should receive the same content assignments, strategies, and supports. All participants 

expressed their rationale behind differentiating instruction across content, students, 

classes, and assessments. Implementing this differentiation took expertise, student 

knowledge, and sensitivity. 
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Figure 15 

 

ECATs’ Student-Centered Mindset 

 

Note. ECATs = exemplary content area teachers; SCM = student-centered mindset. 

 

ECATs’ Genuine Care 

Listening as an act of humanizing students has been studied by Noddings (2013) 

as a fundamental component within human transactions. Her theory implies that highly 

committed educators engage with the ethics of care. This teacher predisposition aligns 

with a fundamentally relational teacher/student interaction that nurtures sustained 

reciprocal growth. The ethics of care theory as a new paradigm highlights a deep sense of 

moral responsibility much needed to promote high-quality teaching.  
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When ECATs strove to provide pedagogical experiences that addressed students’ 

levels and recognized them as cultural assets, they moved beyond the traditional teacher 

perspective to crystallize the humanity in each one of them. Because care and education 

are multidimensional and intertwined, ECATs expressed the significance of 

reformulating their agenda by putting the student at the center. This reconfiguration 

related to the pedagogy of care proposes listening to students with a willingness to 

establish meaningful personal and academic interactions. 

Despite their cultural mismatch with Latina students, ECATs purposefully gave 

up control and worked to build a bridge of reciprocal exchange, where the vulnerability 

of both parties was a common denominator. Relatedly, by rethinking traditional teacher 

roles in distance learning, ECATs framed their teaching according to a new paradigm. 

Specifically, they took a step further to explore and understand students’ realities with 

purpose, empathy, and compassion. As such, taken-for-granted student/teacher relations 

were challenged, forging academic negotiations that were effective and timely. 

Handling and negotiating teacher/student roles aligns educators’ ethical 

predispositions with civic commitments (Collinson et al., 1998). Furthermore, 

multidirectional dialogue fosters more meaningful interactions that enable teachers to 

know students’ mindsets and interests in more accurate ways. In ECATs’ case, this 

implementation resulted in academic gains, which were noted at the end of the school’s 

first semester.  

Because ECATs’ actions and efforts denoted a genuine sense of caring for 

students’ well-being, they established a community of learners based on a symbiotic 
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interaction. They achieved this by adopting an ethic of care, which requires relying on 

personal, cultural, and professional experiences (Figure 16). In this case, the relationality 

of caring, which is addressed as the sharing nature of the act of caring, reshapes the 

quality of relations by redirecting attention to each other’s well-being. This ethic of care 

among ECATs working with Latina students was significantly beneficial in the context of 

the worldwide COVID-19 pandemic. 

This context presented unprecedented challenges to students’ socioemotional 

well-being. Added to the demands and rigor of the academic curriculum, it pushed 

ECATs to enact flexibility. On the one hand, flexible educators manage to maintain high 

expectations while providing individualized instruction that contributes to inclusive 

learning climates. On the other hand, flexibility offers teachers a student-centered 

strategy upon which they can lift learners’ morale and foster motivation (Noddings, 

2013). A dynamic reciprocal interaction between the giver and the receiver of care 

creates a symbiotic relationship.  
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Figure 16 

 

ECATs’ Genuine Care Practices 

 

Note. ECATs = exemplary content area teachers. 

 

ECATs Embrace Change 

In considering the implications of ECATs working with Latina youth in remote 

learning, multiple opportunities arise. The findings of this study show ECATs’ 

considerable dedication to their practice, observant attitude, and predisposition to 

embrace change. On the one hand, these exemplary teachers strove to share the playing 

field with learners by designing learning activities that hooked students. On the other 
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hand, they addressed students’ individual levels of proficiency and mastery through 

ongoing adaptations.  

This approach relates to a mixed-methods study by Ruggiero and Mong (2015). 

The authors suggested that teachers consider technology-based training more significant 

when conducted according to the classroom context. In this case, daily classroom use of 

technology—the Schoology learning platform—facilitated ECATs’ effective transition to 

the virtual setting. However, these educators were cognizant of internal obstacles 

affecting students during instruction. While changing from in-person to distance teaching 

posed multiple questions and unexpected situations, ECATs responded to challenges with 

creative and innovative pedagogical adaptations. 

Furthermore, embracing change was critical to validate learners’ cultural 

knowledge. ECATs demonstrated that being culturally and interculturally competent 

depends on one’s drive to attain excellence during changing times. Such predispositions 

were evidenced when ECATs shared long-standing relationships with former students 

who often turned to them for advice and mentorship. Because ECATs’ pre-service 

teaching education was a positive experience, their approach constituted a duty to give 

back what they received. As a result, their changing practice was articulated according to 

inquiry-based learning, learning by discovery, and learning through discussions. 

As emphasized by other scholars, these ECATs not only thrived during 

challenging times, but also reinvented themselves as mentors, coaches, facilitators, 

leaders, and experts in their field. They embraced the demands of the uncharted territory 

of teaching during pandemic times with optimism and discipline, which allowed them to 
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hold students accountable by modeling self-advocacy. Because decisions made today 

affect future life, ECATs were driven by consistent student checking. Whether they 

utilized the Zoom meeting tools, the flipped classroom, or interactive technological tools 

such as EdPuzzle, Nearpod, and virtual interactive notebooks, these educators were 

determined to let students know that the pursuit of education is a fundamental human 

right worth fighting for. 

Not surprisingly, ECATs found that during these changing times, opportunities 

may be restricted for students who are not English proficient, highlighting the risks of not 

graduating or withdrawing from school to work. Thus, ECATs adopted multiple role 

models and sought to instill a multilayered support system. Regarding students’ personal, 

socioemotional, and academic needs, they expressed their preoccupation with students’ 

stressors, familial expectations, and trauma. 

Overall, ECATs noted familismo, social constraints, and additional outside-school 

threats that hindered Latina students’ progress by imposing responsibilities that needed to 

be performed during school hours. Familismo is conceived as an indicator causing a 

disjoint between home expectations and academic attainment (Vega, 1990). All the 

ECATs except for Rose shared accounts of familial stressors and difficulty reaching 

students or students’ parents. To address this issue, they gained up-to-date information 

about student realities by establishing connections through the school 

interpreter/translator, school counselors, and social workers. Moreover, they utilized 

multiple communication modalities including the Remind app, email, Schoology 

messaging, and simply providing their personal phone numbers to students and parents. 
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They indicated that non-schooling responsibilities put students at risk (Brown & 

Rodriguez, 2017; Sibley & Brabeck, 2017). To address this issue, ECATs foresaw 

opportunities for prevention, dedicating long hours to compensate for instructional hours 

students had missed.  

While being attentive to students’ performance, attitudes, and products, ECATs 

also addressed persistent inequalities. Their pedagogy was driven by a professional belief 

that students had the potential to learn, progress, and thrive in distance learning. They 

made pedagogical changes that allowed them to transition to distance teaching in creative 

ways, and rejected a defeated attitude. Finally, ECATs purposefully aligned their toolbox 

of knowledge, skills, and predispositions to enact and adopt behaviors needed by 

students. Figure 17 illustrates the types of change adopted by ECATs during their 

teaching. Despite the constraints of distance teaching, ECATs’ respect, humility, and 

adaptability fostered a great sense of reciprocity, which allowed them to share power with 

students. 
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Figure 17 

 

ECATs’ Embracing Change Practices 

 

Note. ECATs = exemplary content area teachers. 

 

Implications for Future Research 

Overarching implications for future research call for the effective implementation 

of intercultural practices and the imperative need for educating Latina students. Based on 

the findings in this study, it is evident that due to teacher and teaching quality, 

improvements are taking place at the classroom level. At the same time, further research 

is required to pursue the understanding of how exemplary teachers engage in their 

practice during dramatically changing times. In particular, it is imperative to obtain more 

data on exemplary educators working with Latina immigrant youth (LAIY) in public 

school settings. To respond to current educational demands, it is also important to 

understand their practices in multiple teaching scenarios, namely in-person, synchronous, 
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asynchronous, and hybrid instructional models. To do so would benefit the field of 

education in multiple ways. 

Implications for Theory  

Based on this study, ECATs’ knowledge construction approach was context-

embedded as they carried out ongoing reflection. There is a need to further research how 

exemplary teachers integrate experiential learning theory to respond to demanding 

diverse contexts in American schools. Such research would determine contributing 

factors that promote or limit educators’ open-minded stance, self-efficacy, and cultural 

sensitivity. Responding to the varied needs of Latina students, a scholarly investment 

could focus on critical pedagogy theory and its alignment with the multifaceted 

dimensions of the IC framework.  

The magnitude of theory-based knowledge implemented in this study reflected 

ECATs’ level of expertise. This body of knowledge promotes agency and leadership 

skills, which were evidenced in their decision-making, academic negotiations, and 

instructional events. However, this needs to be considered a source for teacher agency 

theory building to expand on how ideological philosophies align with intercultural 

practices in theory while teaching both at school and in virtual learning contexts. 

Furthermore, inquiring about multidisciplinary theories in exemplary teachers would also 

be invaluable research leading to a theory that looks at the construction of exemplary 

teachers’ identities.  
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Implications for Teacher Education and Practitioners  

First, it is relevant to expand the understanding of how ECATs’ personas change, 

are reinvented, and evolve as the school population becomes more and more diverse. This 

is particularly urgent as they face challenges that go beyond their control during in-

person, hybrid, and distance/virtual teaching. While the findings of this study are limited 

due to the small sample, implications for teacher education and practitioners include 

considering the implementation of C/CC/IC experiences to achieve higher levels of self-

reflection and awareness that respond effectively to novel virtual contexts.  

An aspect that stood out in this regard was ECATs’ expression that their 

participation in this study enhanced their awareness of students’ diversity. In their self-

reflections during the interviews, ECATs discussed factors supporting and hindering 

student learning. They gained insights from comparing their accounts from Fall 2020 

with those from Winter 2021. 

Second, regarding the lessons learned during distance teaching, it would be 

important to explore how these ECATs invest time and resources in personal and 

collective professional development in the near future. Facilitating intercultural practices 

has a positive impact on student engagement (Casalaspi et al., 2018; McDevitt, 2018; 

Waldrip & Fisher, 2003). ECATs recognized themselves as contributors to a better 

community. Moving back from distance learning to in-school learning will require 

another transition and demand strategies for inclusive practices. Regarding educators’ 

well-being, community, and professional support, it is imperative to articulate a pro-
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teacher healthy habits approach, where their working hours do not surpass the maximum 

numbers and they do not endure feelings of professional isolation. 

Last, there is a priority to conduct long-term or longitudinal research studies that 

focus on ECATs over a long period of time to track culturally embedded trajectories as 

they face obstacles, unexpected changes, and opportunities. Further research is needed to 

continue exploring the effects of implementing IC in the classroom. This would facilitate 

further understanding of teaching Latina students through rigorous curricula embedded 

with high-quality technology. At the community and school level, expanding knowledge 

of exemplary teachers’ pedagogical practices will promote learning for all stakeholders in 

the school community and beyond. This goal proves to be urgent, especially in times 

when educating immigrant female students is becoming a global priority. 

Implications for Policy 

Implications for policy are still to be seen once the need for educating Latina 

students becomes a pressing issue for policy makers and stakeholders. Although the study 

findings signal a correlation between culturally based practices and positive student 

response, these educators were operating within their classroom environment, under a 

certain level of limitation. Hence, the commitment to incorporate intercultural practices 

should not only lie in teachers’ efforts, choice, and responsibilities, but also be supported 

by educational policy.  

Policy makers are vital actors in the formulation of intercultural education 

programs tending to the personal, socioemotional, and academic needs of Latina students. 

In light of the effect of student-centered practices, education reform needs to refocus its 
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priorities to educate Latina students, whose achievement rates continue to lag behind 

despite diligence and strong work ethics. Fortunately, the current discourse on equity and 

intercultural understanding emerging from the challenging distance teaching environment 

seeks to address learners’ needs. It is imperative to delve into this dialogue at the division 

level, state level, and national level to propitiate policy discourses that challenge 

assumptions hindering student academic progress.  

Significant steps forward include programs implementing bilingual education, 

alternative education programs, and effective ESL instruction. However, there is much to 

do in relation to Latina students’ complex needs, and policy makers must consider 

integrating a support system to allow them access to formal documentation, services in 

their home language, nourishment, positive role models, teachers with the same 

background, and childcare. Once policy relating to intercultural education practices is 

embedded in the official curriculum, the existing Latina population will be considered 

assets, and culturally based funds of knowledge will enrich the teaching/learning process.  

Questions for Future Research 

As mentioned in the first two chapters of this dissertation, there is little research 

on ECATs working with female immigrant students in high school during distance/virtual 

teaching. There are, therefore, gaps that present opportunities for future research. Firstly, 

a study of ECATs providing a co-teaching model would give more insight into the 

dynamics imbedded in teacher/teacher and teacher/student interactions. Secondly, a study 

of ECATs working with female immigrant youth as they implement the flipped-

classroom model in different subject areas would expand our understanding of the impact 
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of such instruction on student progress. Thirdly, a study of ECATs working in 

collaboration with parents as they participate in the Parent as Educational Partners 

program would bring light to the benefits of getting parents and guardians on board. 

Finally, a study of ECATs working with striving female students as homebound teachers 

would bring insights into how teachers address these learners’ socioemotional, cognitive, 

and academic needs. Future research into ECATs’ predispositions while working with 

Latina students will contribute to the betterment of girls’ education, and align with the 

teachers’ profiles that support the closure of the achievement gap for this population.   

Limitations 

The present collective case study was an exploration of ECATs working with 

Latina youth in a virtual setting during Fall 2020. It had a small sample size of four 

female educators teaching different subjects in a public high school. Despite the modest 

number of participants, the sample reflected Stake’s (2006) recommendation. Because the 

study utilized a purposive sampling technique, the number of cases was established by 

identifying participants that met specific criteria (Merriam & Tisdell, 2016). In this 

collective case study, four educators, identified as exemplary teachers by school 

administrators, were interviewed, observed, and surveyed. Their insights and 

participation supported and enriched this study, offering unique perspectives they 

experienced during the unprecedented virtual teaching modality.  

At first sight, the sample could be considered homogenous: All four ECATs were 

female, middle-aged, and experienced educators. Three were White. However, one 

ECAT, Daisy, identified herself as Asian-Pacific Islander. Daisy spoke multiple 
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languages and had ample experience working with immigrant students in different places 

in the U.S. As she was the only immigrant teacher participating in the study, Daisy’s 

accounts, testimonials, and sharing contributed to the intercultural aspect of the study 

greatly. 

Another limitation of this study regards the virtual modality under which it was 

conducted. This involved executing all aspects of data collection in a distance learning 

environment. Despite the fact that interviews were conducted via synchronous Zoom 

video calls, these were not less valuable. ECATs expressed their appreciation for the 

study and saw it as an opportunity to share novel experiences and frustrations. Merriam 

and Tisdell (2016) warned of instances when technology does not work or when video 

calls are interrupted by a poor connection. In this regard, I communicated potential issues 

to participants before the interviews to avoid feelings of frustration or stress.  

During the synchronous observations, when issues arose, I could log back into the 

virtual classroom without major disruptions. Fortunately, because participants’ online 

lessons were recorded and posted on the school instructional platform, Schoology, I was 

able to access the video lessons to view the instructional events missed during the 

connection failure. 

Conclusions 

This dissertation explored four ECATs and discussed their commitment to Latina 

student education. It contributed to the literature regarding the challenges teachers faced 

in the Fall 2020 distance teaching context. The study’s findings provide a framework for 

the exemplary teacher profiles that underlined these ECATs’ intercultural practices, 
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student-centered instruction, role models, and decision-making aligned with a humanistic 

praxis.  

In March 2020, the sudden twist of the COVID-19 pandemic impacted immigrant 

youth significantly. Teachers’ responsibilities became more demanding. By rethinking 

their pedagogical practices according to learners’ needs, ECATs maintained a 

professional outlook and stayed true to their calling. Furthermore, they focused on what 

worked, integrating skills that enhanced their instruction.  

During this unprecedented pandemic season, ECATs did not perceive ever-

changing teaching contexts negatively. On the contrary, they relied on solid teaching 

experience, ongoing reflexivity, and a high level of moral duty. These elements allowed 

them to fine-tune their instructional approaches according to students’ needs.  

The four distinct cases offered a synopsis of ECATs’ predisposition to strive for 

excellence by capitalizing on experience, high levels of reflexivity, and a genuine ethic of 

care. Each educator’s story increased my understanding of the attitudes, aptitudes, and 

interpersonal and intrapersonal skills of highly effective teachers. Findings across cases 

highlighted the challenges presented by pandemic teaching, but also indicated that 

ECATs refused to take a deficit-oriented posture. In contrast, they adopted an optimistic 

perspective, embracing the “new normal” context with curiosity and flexibility.  

Researchers need to pursue the problematization of what exemplary teaching 

entails during unprecedented circumstances. Specifically, it may be critical to the 

education of LAIY; given the multiple threat factors they face, having an exemplary 
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teacher might be the only way they hold on to school expectations and demands 

consistently.  

Finally, through the asset-oriented mindset that celebrated the diversity of their 

student population, as well as the pedagogical means that unveiled their stories, these 

ECATs granted us meaningful lessons that can broaden our knowledge of their impact on 

students’ lives. 
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Appendix B 

 

 

School District Permission to Conduct Research 
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Appendix C 

 

 

School Leaders’ Recruitment Email 

Dear Mr. Pflugrath, High School Principal, 

 

My name is Lilly LePelch, a doctoral candidate at George Mason University in 

Fairfax Virginia. I also serve as a Spanish teacher in the world language department since 

2017. I am contacting you seeking your support to recruit teachers who excel in their 

instruction for immigrant-origin youth for my dissertation research. 

 

The objective of this research project is to focus on exemplary content area 

teachers of immigrant-origin youth in 9th to 12th grades. Specifically, I am interested in 

studying how exceptional teachers put implementations in place to meet the personal, 

socio-emotional, and academic needs of students. The results of this research will provide 

an opportunity to inform educators, English language teachers, mainstream teachers, 

school administrators, and policy makers how effective teaching practices incorporate 

principles of intercultural competence. By participating in this study, teachers may 

increase understanding of teaching practice and engage in reflecting on their decision-

making process. The participants for this study must fit the following criteria:  

(1) The participant is a licensed high school teacher in the state of Virginia. This 

criterion includes content area teachers as well as educators in the career and technical 

education program. Specifically, it includes teachers of humanities (English and 

U.S./World history), fine and performing art (dance, music, and theater), and STEM: 

science, technology, engineering, and math).   

(2) The participant has a student population that provides for at least 30% of 

Latina immigrant youth in the 2020-2021 academic school year.  

(3) The participant is an exemplary teacher whose instruction implements 

multiple teaching modalities and resources.  

(4) The participant is an exemplary teacher whose instructional approaches and 

interpersonal relationships reflect strong personal and professional investments in their 

work. 

(5) The participant is an exemplary teacher whose pedagogy influences student 

progress beyond the school setting. 

(6) The participant is a teacher who make a positive difference in students’ 

learning experiences and outcomes.  

(7) The participant is a teacher who takes a personal interest know their students. 

(8) The participant is a teacher who sets high expectations and communicates 

them clearly to students. 

(9) The participant is a teacher who makes content relevant and learning 

meaningful. 
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(10) The participant is a teacher who shares their passion for learning with the 

students. 

(11) The participant is a teacher who is an expert in their field, thorough in their 

instruction, and flexible in their approach to assessment. 

  

I would like to recruit and interview 5 exemplary content area teachers who are 

currently working with Latina youth in your high school. The interviews will last 

approximately 60 minutes. The interviews will occur at a time and location chosen by the 

interviewee. The first interview will occur prior to the observation. The second interview 

will be a post-observation interview. Participants will also be observed during 

instructional twice. The observations will last approximately 30 minutes, and will take 

place at the instructional setting decided by the interviewee. Participation in this research 

study is completely voluntary, and all information will remain confidential throughout the 

research process. I am asking if you can please nominate exemplary mainstream or 

content area teachers, and forward the attached initial email to school leaders and 

administrators who can nominate exemplary mainstream or content area teachers to 

participate in the present study. If you have any questions or concerns, please feel free to 

contact me directly via email at vdiazpez@masonlive.gmu.edu or by phone at (571) 762-

3491. 

 

Sincerely, 

 

Lilly LePelch, Doctoral Candidate 

Graduate School of Education  

George Mason University 

vdiazpez@masonlive.gmu.edu 

 

Principal Investigator: 

Dr. Seth Parsons 

Professor in the College of Education and Human Development/Director of National 

Center for Clinical Practice in Educator Preparation 

George Mason University  

Sparson5@gmu.edu 

IRB#1617375  

about:blank
about:blank
about:blank
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Appendix D 

 

 

Informed Consent Form 

Study Title: Sharing Cultural Knowledge through Intercultural Competence: A 

Collective Case Study of Exemplary Content Area Teachers Working with Latina 

Immigrant Youth in Grades 9th to 12th 

 
RESEARCH PROCEDURES 

This research is being conducted to explore how exceptional teachers strive to meet the 

academic needs of immigrant-origin youth. The results of this research will provide an 

opportunity to inform educators, English language teachers, mainstream teachers, school 

administrators, and policy makers how effective teaching practices incorporate principles of 

intercultural competence. If you agree to participate in this study, you will be asked to 

complete an online questionnaire and will be interviewed. With your permission, the 

interview will be audio recorded. The interview questions will include questions about your 

teaching philosophy and approach. The interview will take 60 minutes. Also, the interview 

may be conducted in person, telephone conversation, or virtual conference. For the second 

phase of the study, you will be observed during instructional time, and with your permission, 

the observation will be audio recorded. The observation will take 90 minutes to complete. 

Last, you will be interviewed as part of the post-observation protocol. The post-observation 

interview will be audio recorded with your permission. 

 

RISKS 

There are no foreseeable risks for participating in this research.  

 

BENEFITS 

There are no benefits to you as a participant other than to further research in the field of 

education.  

 

CONFIDENTIALITY 

Your answers will be confidential. The records of this study will be kept private. In any sort 

of report made public, I will not include any identifiable information. Research records will 

be kept in the investigator’s personal computer and locked file cabinet; only the researcher 

and the principal investigator will have access to the records. Participants will be given 

pseudonyms, which will be used for analysis purposes.  

 

PARTICIPATION 

Your participation is voluntary, and you may withdraw from the study at any time and for 

any reason.  If you decide not to participate or if you withdraw from the study, there is no 

penalty or loss of benefits to which you are otherwise entitled. There are no costs to you or 

any other party. 
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AUDIO RECORDING 

We are asking your permission to allow us to audio record the interviews as part of this 

research study. You do not have to agree to be recorded in order to participate in this study. 

However, if you agree, the recordings will be used for analysis by the researcher. The 

recordings will include your name and the subject you teach, and they will not include videos 

or photographs. I will use two audio recording devices. The recordings will be stored in the 

investigators’ personal computer, and in a locked file cabinet. The recordings will be 

completely destroyed upon completion of the study. 

 

CONTACT 

This research is being conducted by Vilma LePelch, a doctoral candidate in the Graduate 

School of Education at George Mason University. She may be reached at (XXX)XX-XXX 

for questions or to report a research-related problem. If she is unavailable, you may also 

contact Dr. Seth Parsons, professor in the College of Education and Human Development at 

George Mason University.  Dr. Parsons may be reached at 703-993-XXX. You may contact 

the George Mason University Institutional Review Board (IRB) Office at 703-993-4121 if 

you have questions or comments regarding your rights as a participant in the research. This 

research has been reviewed according to George Mason University procedures governing 

your participation in this research.  

 

CONSENT 

I have read this form, all of my questions have been answered by the research staff, and I 

agree to participate in this study. By signing this form, you are acknowledging that you 1) 

have read or have had read to you this informed consent document, 2) have been given the 

opportunity to ask questions and have them answered, and 3) voluntarily consent to the 

participation in this study as described in this form. 

 

 Yes, I agree to be audio recorded. 

 No, I do not wish to be audio recorded. 

 

 

Name _________________________ 

Researcher Initials: _________ 

Date of Signature _________  
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Appendix E 

 

 

Letter to Participants 

Dear Teacher, 

 

 My name is Lilly LePelch, a doctoral candidate at George Mason University. I am 

inviting you to participate in a research project concerning content area teachers of 

immigrant-origin youth. Specifically, I am interested in studying how exceptional 

teachers strive to meet the academic needs of students. The results of this research will 

provide an opportunity to inform educators, English language teachers, mainstream 

teachers, school administrators, and policy makers how effective teaching practices 

incorporate principles of intercultural competence. By participating in this study, you 

may increase your understanding of your teaching practice and engage in reflecting on 

your decision-making process.  

 

 The research project is approved by both the Office of Research Subject 

Protection in George Mason University and by Manassas City Public School director of 

instruction and curriculum design. If you are willing to participate in this study, please 

follow the first phase of the research by completing the online questionnaire. If you 

would like to participate for the second phase of the study, please reply the email sent to 

you for being nominated as exemplary content area teacher. Finally, for the third phase of 

the study, I would like to observe your classes, and conduct a follow-up interview after 

the observation. The time and place for the interviews will be agreed depending on your 

schedule. They will be audio recorded and may occur in person or via Skype, Google 

Meets, Zoom, or any other virtual platform. On the other hand, I will contact you to 

arrange a time for the class observation that is most convenient for you. 

 

If you have any questions or concerns about this research project, please feel free to 

contact me. I thank you in advance for supporting this research endeavor during this 

unprecedented time. 

 

Yours sincerely, 

Lilly LePelch, Doctoral Candidate 

Email: vdiazpez@gum.edu 

Cell number: (571) 762-3491 

  

 

  

about:blank
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Appendix F 

 

 

Teacher Questionnaire 

DIRECTIONS: Thank you for taking the time to complete this questionnaire! 

You are invited to be in a research study of exemplary content area teachers in high 

school contexts. You were selected by your administrators as a possible participant 

because in their view, you are currently working as an exemplary content area teacher 

and your student population includes immigrant-origin youth. Your participation in this 

questionnaire will only take up to 15 minutes, and your honest responses will contribute 

to the findings of the study. All  

responses from this questionnaire will remain anonymous. Please answer the questions 

below to the best of your ability. 

 

INTRODUCTION: Prior to responding this questionnaire, please read the following term 

definitions. 

 

Teach (v): 1. To cause or help someone to learn about a subject by giving lessons. 2. To 

cause or help someone to learn how to do something by giving lessons and showing how 

it is done. 

 

Teaching (n): 1. The job or profession of a teacher. 2. Something that is taught: the ideas 

and beliefs that are taught by a person. Merriam-Webster. (n.d.). Teaching. In Merriam-

Webster.com dictionary. Retrieved July 29, 2020, from https://www.merriam-

webster.com/dictionary/teaching 

3. Teaching is a profession that relies as much on skillful human relations as it does on 

the subject matter and pedagogical skills” (Collinson et al., 1998, p. 24). 

 

For instance, “teaching adolescents about genre-based differences in reading requires 

that the teacher act as an expert reader, modeling for students how to approach reading in 

a variety of texts” (Meltzer & Hamann, 2005, p. 19) 

 

Socio-emotional needs (adj): 1. The knowledge, skills, abilities, and attitudes that are 

considered necessary to understand, express, and regulate appropriately the emotional 

phenomena (Bisquerra & Pérez, 2007). 2. The adequate emotional control that promote 

the development of emotional, personal, and social skills (Bisquerra, 2008). 

 

Pedagogical (adj). 1. Of, relating to, or befitting a teacher or education.   

 

Pedagogy (n). Regarding immigrant youth’s teachers, 1. Socio-politically relevant 

pedagogy: Youth who lead lives marked by transnationalism through their own 

about:blank
about:blank
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experience as migrants, often to more than one country before coming to the U.S., and 

who remain connected to two or more societies in a variety of ways (Besteman, 2016).   

 

Immigrant Youth Personal needs (n). Needs other than academics, which include socio-

emotional, psychological, health-related, and language needs. 

 

Academic Achievement. Academic performance or academic achievement is the extent 

to which a student has attained their long-term educational goals. For instance, the 

completion of educational benchmarks such as a secondary school diploma. 

 

Q1 Teacher Attitudes 

In general, how important do you think attitudes such as respect, openness, curiosity, and 

discovery influence your teaching? 

o Extremely important   

o Very important   

o Moderately important   

o Slightly important   

o Not at all important  

 

 

 

Q2 Teacher Attitudes 

How do you consciously plan using the attributes of respect, openness, curiosity, and 

discovery in your teaching? 
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Q3 Teacher Attitudes 

 How effective do you think you are in using these attitudes (respect, openness, curiosity, 

and discovery) to address the personal needs of your students? 

o Extremely effective   

o Very effective   

o Moderately effective   

o Slightly effective   

o Not effective at all   

 

 

 

 

Q4 Teacher Attitudes  

Give a specific example of how you implement the attributes (respect, openness, 

curiosity, and discovery) in your teaching to support your students’ academic needs. 

 

 

 

Q5 Teacher Attitudes 

 How effective do you think you are in using these attitudes (respect, openness, curiosity, 

and discovery) to address the socio-emotional needs of your students? 

▢ Extremely effective  

▢ Very effective  

▢ Moderately effective  

▢ Slightly effective   

▢ Not effective at all   
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Q6 Teacher Attitudes  

Give a specific example of how you are in using these attitudes (respect, openness, 

curiosity, and discovery) to address the socio-emotional needs of your students. 

 

 

 

Q7 Teacher Attitudes 

 How effective do you think you are in using these attributes (respect, openness, 

curiosity, and discovery) to address the academic needs of your students? 

o Extremely effective   

o Very effective   

o Moderately effective   

o Slightly effective   

o Not effective at all  

 

 

 

Q8 Teacher Attitudes 

Give a specific example of how you use these attributes (respect, openness, curiosity, and 

discovery) to address your students’ academic needs. 

 

 

 

 

 

Q9 Teacher Knowledge  

In your opinion, what type of experiences (personal, social, professional) inform your 

teaching approach? 

 

 
 
 



 
 

372 

 

Q10 Teacher Knowledge   

In what ways, your experiences (personal, social, professional), as a whole, influence 

your pedagogical decisions? 

 

 

 

 

 

Q11 Teacher Knowledge 

How much knowledge do you have regarding your students’ personal needs? 

o Not much   

o Neither too much nor too little   

o Somewhat knowledge   

o The average amount of knowledge   

o Significant knowledge   

 

 

Q12 Teacher Knowledge 

Give a specific example/examples regarding your students’ personal needs. 

 

 

Q13 Teacher Knowledge 

How much knowledge do you have regarding your students’ socio-emotional needs? 

o Not much  

o Neither too much nor too little   

o Somewhat knowledge   

o The average amount of knowledge  

o Significant knowledge   
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Q14 Teacher Knowledge 

Give a specific example/examples regarding your students’ socio-emotional needs. 

 

 

Q15 Teacher Knowledge 

How much knowledge do you have regarding your students’ academic needs? 

o Not much   

o Neither too much nor too little   

o Somewhat knowledge   

o The average amount of knowledge   

o Significant knowledge   

 

 

 

Q16 Teacher Knowledge 

Give a specific example/examples regarding your students’ academic needs. 

 

 

 

Q17 Teacher Cultural Awareness 

Overall, how important do you think it is for your teaching practice to understand your 

students’ culture? 

 

o Extremely important   

o Very important  

o Moderately important   

o Slightly important  

o Not at all important   
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Q18 Teacher Cultural Awareness 

Explain the importance of understanding your students’ culture. 

 

 

 

Q19 Teacher Cultural Awareness  

Overall, how important do you think it is for your teaching practice to understand your 

students’ linguistic diversity? 

o Extremely important  

o Very important   

o Moderately important  

o Slightly important   

o Not at all important   

 

 

 

Q20 Teacher Cultural Awareness 

Explain the importance of understanding your students’ linguistic diversity. 

 

 

 

Q21 Teacher Advocacy 

In your opinion, how effective is your pedagogical approach to help immigrant-origin 

students achieve academic attainment. 

o Extremely effective (1)  

o Very effective (2)  

o Moderately effective (3)  

o Slightly effective (4)  

o Not effective at all (5)  
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Q22 Teacher Advocacy 

Give an example/examples of how your advocate for the immigrant-origin students in 

your classroom. 

 

 

 

Q23 Distance Teaching/Online Teaching 

Overall, how important do you think your role is in adapting to changes such as virtual 

learning/teaching. 

o Extremely important  

o Very important   

o Moderately important  

o Slightly important   

o Not at all important   

 

 

 

Q24 Distance Teaching/Online Teaching 

In your opinion, what type of prior knowledge and experiences (personal, social, 

professional) support your distance teaching? 

 

 

 

Q25 Distance Teaching/Online Teaching 

In what ways, your online teacher persona, as a whole, influences your pedagogical 

decisions and assessment procedures? 

 

 

 

Q26 Distance Teaching/Online Teaching 

Specify the effective strategies, techniques, and/or approaches that you have effectively 

implemented with your Latina students. 
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Demographics 

D1 Gender 

 

 

 

 

D2 Race/Ethnicity 

 

 

 

 

D3 Age 

 

 

 

 

D4 Education/Degree 

 

 

 

 

D5 Number of years teaching 

 

 

 

 

D6 Subject matter you teach  
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Appendix G 

 

 

Semi-Structured Interview Protocol 

Introduction 

You have been selected to speak with me today because you have been identified 

as an exemplary content area teacher. In addition, you have been chosen due to your 

experience with intercultural and cross-cultural educational approaches. My research 

project focuses on how exceptional teachers strive to meet students’ academic needs 

through the intercultural competencies they implement in their education. Intercultural 

competence is an effective and appropriate behavior and communication in 

intercultural settings where students and educators bring multiple cultural 

perspectives to communication and interactions (Deardorff, 2006). I have a particular 

interest in exploring exemplary teachers’ intercultural competencies and cross-cultural 

pedagogies as they teach Latina immigrant youth. I also aim to understand how 

intercultural competence dimensions regulate teacher-student interactions. These 

dimensions include 1) attitudes, 2) knowledge comprehension, 3) skills, 4) external 

outcomes, and 5) internal outcomes (Deardorff, 2008). My final goal is to share my 

findings in this study with other educational institutions and staff members in the U.S. 

and in the international platform to contribute to the growth of intercultural competence 

in k-12 educational institutions. This study does not intend to evaluate teachers’ 

techniques or approaches. Instead, it seeks to learn more about effective teaching and 
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learning, and to expand on the discussions of the importance of teachers’ intercultural 

competence. 

Pre-Observation Interview Questions 

A: Teacher background 

a. Tell me about your background.  

i. Where were you born? 

ii. Where did you grow up? 

B. Teacher teaching history 

a. Tell me about your teaching history.  

i. How did you become a teacher? 

ii. Who inspired you to be a teacher? 

b. Think back to the moment when you chose teaching as a profession.  

i. What happened then? 

ii. What did you realize/do as a result of this event/decision? 

iii. How many years have you been teaching? 

C. Teacher’s role and advocacy 

a. Tell me how you describe your role as a content area teacher.  

i. How do you realize what is needed for your students to succeed in 

the subject matter you teach? 

ii. What are the experiences you think have influenced your teacher’s 

role? 

b. Talk about how you advocate for your students. 
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i. How do you promote open communication with your students? 

ii. What experiences makes you a central resource for the students in 

your classes? 

iii. What have you learned from working closely with immigrant 

youth? 

D. Teacher perspective of teacher/student interactions 

a. Tell me about your teaching philosophy. 

i. What drives your teaching? 

ii. What is essential in your teaching? 

b. Tell me things you do, if any, within the community inside/outside of 

school (e.g. volunteer groups, community organizations, faith-based 

communities, or any other community) to support your students. 

c. Share what you have learned from your students. 

i. What do the students bring into your teaching? 

ii. How do you apply this knowledge in your teaching? 

E.  Teacher opportunities, potential, and commitment  

a. Tell me about your commitment to the LAIY in your classroom. 

i. How do you perceive this population? 

ii. What type of decisions do you make to address their needs? 

iii. What do you seek to convey through your teaching? 

iv. What type of things do you do, if any, to support your students? 

b. Name some of the challenges that you face when you teach LAIY. 
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i. What resources are available? 

ii. What major drawbacks have you faced? 

c. Explain the potential of this population. 

i. What are LAIY’s major strengths? 

ii. What are the main threats they experience? 

F. Teacher definition of intercultural competence 

a. Tell me from your perspective, how you define intercultural competence. 

i. How does intercultural competence influence your pedagogy? 

ii. How important is intercultural competence for the decisions you 

make? 

G. Distance Teaching/Online Teaching 

a. Tell me about your distance teaching. 

i. What is most gratifying about online teaching? 

ii. What is most frustrating about it? 

b. Describe the differences between online and face-to-face teaching. 

i. Have you observed any changes in your pedagogy? 

ii.  How do you establish positive interactions with your online 

students? 

c. Describe your online teacher persona. 

i. Have you been an online student or teacher in the past? 

ii. How do prior technological knowledge and/or experience 

contribute to your teacher persona?  
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d. Tell me about your teaching effectiveness. 

i. What strategies have worked for you as an online teacher? 

ii. What strategies have you tried but did not work? Why? 

iii. What would you have done differently to enhance your teaching 

effectiveness? Why? 

e. Tell me about your Latina students. 

i. How have you established a positive student-teacher relationship? 

ii. How do you communicate effectively with your students through 

this newly acquired virtual/online platform? 

iii. Have you come across many challenges to address your Latina 

students’ needs? Please indicate what type of challenges. 

H. Closing question 

Is there anything else you would like to add pertaining to your 

commitment and your pedagogical approach toward immigrant-origin 

youth? 
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Appendix H 

 

 

Post-Observation Interview Protocol 

After the initial interview, do you have any questions about this study? 

1. How being a participant in this study helps you as an immigrant-origin youth’s 

teacher? 

2. Is there/are there any self-reflections that contribute to your role as an exemplary 

teacher? 

3. What challenges are you finding in your teaching Latina youth through 

distance/online teaching? 

4. How do you perceive the future of your students will be? 

5. How do you think your participation in the study contributes to the field of 

education of immigrant-origin students? 
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Appendix I 

 

 

Observational Protocol Checklist 

 

 

School: _______ 

Time: _____ to _____ 

Date: _______ 

Teacher # ____ 

Student # ____ 

Teacher: _______ 

Setting: ________ 

Activity: Whole class ___ 

    Small group ___ 

    One-on-one ___ 

 

 

Descriptive field notes of teacher-student interactions 

During the observation:           

 :                   

 

 

 

 

 

 

 

 

 

 

 

 

 

 

After the observation 
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Appendix J 

 

 

Notification Letter for Observations 

Date: ___________ 

Dear Teacher, 

 

My name is Lilly LePelch, a doctoral candidate at George Mason University. As part of 

my doctoral dissertation, I am conducting a research study at Osbourn. I am interested in 

studying how exceptional teachers strive to meet the academic needs of students. As part 

of this study, I will be observing normal activities and instructional events in your class. 

The observations will be in person and/or via Zoom virtual platform. Examples of the 

activities and instructional events I will be observing are: 

• Classroom lessons 

• Office hours meetings with students 

• School cultural events 

During such activities, I will observe the teachers’ instructional methods and interactions 

between teachers and students. I will also be observing the instructional tasks that 

teachers implement to meet students’ academic needs. I hope to learn how these 

interactions, strategies, and instructional tasks may help other teachers and students in the 

future. During my observations, I will be doing the following: 

• Taking notes on an observation checklist 

• Taking photographs 

• Recording teacher/student interactions 

• Drawing sketches of the classroom layout 

• Keeping track of the instructional resources used by educators 

I will not be recording names or any other identifying information. The teachers will not 

do anything outside of their normal classroom activities. There are no perceived risks to 

participants. Teachers who participate in the study will not be interrupted. If you have 

any questions or concerns about the study, please contact me at 

vdiazpez@masonlive.gmu.edu 

(571) 762-3491 

If you have any questions about your rights as a research participant, please contact the 

Institutional Review Board at irb@gmu.edu 

(____) _________ extension _____. 

 
CONSENT 

I have read this form, all of my questions have been answered by the research staff, and I 

agree to participate in this study. By signing this form, you are acknowledging that you 1) 

about:blank
about:blank


 
 

385 

 

have read or have had read to you this informed consent document, 2) have been given the 

opportunity to ask questions and have them answered, and 3) voluntarily consent to the 

participation in this study as described in this form. 

 

 Yes, I agree to be audio recorded. 

 No, I do not wish to be audio recorded. 

 

_________________________ 

Name _________________________ 

__________________________   Researcher Initials: _________  

Date of Signature  

 

 

Sincerely, 

 

Lilly LePelch 
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