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LETTER FROM THE EDITORS

Dear English in Texas Readers,

What does your classroom sound like today? Whether
you have been with our profession for 5 years or 35
years, your classroom sounds markedly different than it
did in 1990 or even 2020. This issue focuses not only
on linguistic capabilities and experiences that students
bring to the classroom but also on shared linguistic
spaces across our state, inclusive of both monolingual
and bilingual students. We are also seeing how divisive
language can hold sway in our nation, our state, and our
classrooms, yet we hold fast to the hope that unifying
language will permeate those same spaces. This issue
offers sage advice for examining the effect and power of
language choices.

With language at the forefront, we bring you the Fall/
Winter 2024 issue of English in Texas, full of salient
topics that will fortify and support your spring semester.
We take time to explore classroom-related topics such
as the changing sounds of literacy, spoken word, and
translanguaging. From our opening of diverse and keenly
themed articles, readers can glean the nature and the
power of words. The robust “Inquiries and Innovations”
section is replete with timely literature reviews and
practical classroom application for both primary and
secondary practices in PK—12 schools. Finally, we round
out this issue with three columns, all of which offer
useable gems for any professional educator.

This journal begins with our Feature Article from
former TCTELA and NCTE president Kylene Beers.
Beers reminds us of the power of language to hurt or heal.
She also shares her vision for dealing with a personal
conflict that may resonate with readers. Next are our
Themed Articles. Roa-Albert and Babino emphasize
the importance of embracing and mobilizing students’
linguistic practices, particularly in bilingual settings,
and they synthesize their pedagogical practices into five
tips for Texas teachers, whether bilingual or not. Athans’
article reminds us of the connective and lasting power
of dinner table conversations. Finally, Younge’s topical
literature review explores challenges and strategies
related to the education of emergent bilingual (EB)
students and highlights three primary themes: program
approaches, instructional needs, and the importance of
school-home connections.

We then move into a triptych of informative Inquiries
and Innovation articles, expertly researched and highly
informative to the breadth of PK-16 classrooms. In the
first article, Albert and Scott systematically explore the
research on teacher-mentoring programs and consider the
effective (and ineffective!) components of the programs

analyzed in the studies they reviewed. In the second
article, Goen and Araujo explore the reading experiences
of postgraduate high school students focusing on young
adult novels featuring lesbian, gay, bisexual, transgender,
queer, questioning, intersex, asexual, and other gender or
sexual minorities (LGBTQIA+) protagonists, analyzing
students’ reflections through poetic inquiry. In the final
article in this section, Hughes, Mitchell, Steward, and
Kaye examine phonics proficiency in first-grade students
having difficulty learning to read, focusing on students
with and without characteristics associated with dyslexia.

Closing out this issue are three Standing Columns that
offer advice and learning experiences that any educator
can incorporate into their teaching. For our “A Seat and a
Voice at The Table” column, Knight deftly takes readers
through battles faced and the learning derived, which
strengthened her place at her table. In the “Keeping Your
Wits About You” column, Woods describes a teacher’s
life, rife with imposter syndrome and testing pressures,
but she also reminds teachers that it is okay to be
“Perfectly Imperfect” and appreciate our students’ sparks
of light that break up the otherwise mundane routine.
Closing this issue is the “Teaching Outtakes” column, in
which Davis takes valuable time to outline how he now
skillfully navigates online applications and traditional
paper-and-pencil tasks in his classroom.

We have assembled here for you, our readers, a close
look at not only how the sounds of our classrooms are
changing but also how the language of operating in a
civilized society matters, possibly more now than ever.
Each writer in this issue explores language in some
capacity, whether directly stated or not. Even putting pen
to paper (or fingers to a keyboard) begets the exploration
of language. We encourage you to find the article that
speaks to you, share articles in professional learning
communities, and see yourself as the next language
contributor to English in Texas.

Your partners in literacy education and advocacy,
The 2023-2025 English in Texas Editors

Sarah Albrecht, Diane M. Miller, Kim Pinkerton,
Kelly E. Tumy, and Stephen Winton
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ABOUT THE EDITORS
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Education in the Department of Urban Education at the
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equitable outcomes for bilingual and heritage language
learners through biliteracy and teacher preparation. As
such, her research interests include biliteracy, pedagogical
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primary grades and heritage language education in the
secondary grades, and bilingual teacher preparation. She
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CALL FOR REVIEWERS

English in Texas, the premier journal of TCTELA with
a readership of 1000+ throughout Texas and the U.S., is
seeking reviewers to join the current group of professionals
serving on our Review Board. We highly value peer
review by all stakeholders: practitioners, academicians,
and administrators who support the teaching of English
language arts. We are looking for reviewers with a wide
variety of interests and areas of expertise. If selected, you
agree to review no more than THREE manuscripts in a
12-month period.

instructor, and associate professor, she has developed
interests in researching early literacy practices, balanced
literacy, and past/present literacy lives of teachers. Kim is
the co-author of Integrating Literacy Naturally: Avoiding
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Arts and Social Studies Curriculum Director for Harris
County Department of Education, and she taught for 20
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School Districts. Kelly served as TCTELA President in
2019. Her research interests include the study of improving
dialogic talk for teachers and students, as well as a focus
on cross-curricular connections and their effectiveness.
She can be reached at kellytumy@gmail.com.

Stephen Winton, EdD

Stephen Winton is an Assistant Professor of Literacy
Education at the University of Houston—-Downtown.
He previously served as a Literacy Specialist in Klein
Independent School District and worked as a teacher,
assistant principal, and curriculum director at other districts.
His research interests include reading comprehension,
teacher clarity, and the reading and writing connection.
He has published in English in Texas, Texas Journal of
Literacy Education, Educator Perspectives, and Journal of
Research in Reading. Stephen was the TCTELA President
in 2020. He can be reached at wintons@uhd.edu.

Manuscripts should be reviewed and returned within 14
days. If you are unable to complete your review within
14 days, you can decline to review for that cycle. Please
note, however, that after two failures to review or two late
reviews, you will be removed from the active list of the
Review Board. If you are interested, please let the Editorial
Team know by contacting us at EnglishinTexas@uhd.edu.
Please include your resume or curriculum vitae in your
correspondence. We look forward to hearing from you.
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CALL FOR MANUSCRIPTS FOR FUTURE TCTELA JOURNALS

English in Texas, Vol. 55.1—Spring/Summer 2025

THEME: Navigation to Innovation: Lighting the Path
Toward Powerful Literacy Instruction

MANUSCRIPT DEADLINE: April 1, 2025

Call for Submissions: “There is a need to explore and
understand how new perspectives and approaches to
educating ... children can create future innovators who
can generate and develop ideas, and effectively use
complex literacies.” —Christiane Wood

Texas Council of Teachers of English Language Arts
(TCTELA) President Alissa Crabtree’s 2025 conference
theme, “Navigation to Innovation: Lighting the Path Toward
Powerful Literacy Instruction,” asks participants to reflect on
new ways of teaching English language arts. As Wood (2019,
P- X) suggests, innovative literacy instruction can help prepare
students to face the challenges of our increasingly complex
world. As educators, it is important that we continually hone
our craft to teach 21st-century literacy skills.

For the Spring/Summer 2025 issue of English in Texas,
we invite you to consider how you might light the path
towards powerful literacy instruction. Some pedagogical
questions (TCTELA, 2024) to consider for manuscript
submissions are any of the following, any fusion of the
following, or any extension beyond the following:

* What are innovative literacy instructional strategies?

*  What are culturally responsive and/or culturally
sustaining teaching practices in literacy?

* How might we integrate technology to enhance
literacy learning?

* How can we promote critical literacy and social
justice in the classroom?

* How might we differentiate instruction to meet the
diverse needs of learners?

* How can we assess and evaluate literacy skills
effectively?

* How might we build literacy communities and foster
a love for reading and writing?

More broadly, you may also consider the following:

*  What does it mean to light the path toward powerful
and innovative literacy instruction?

» What stance and/or perspective are you planning
to take as you light the path toward powerful and
innovative literacy instruction?

FOCUS ON THE THEME: We invite interested individuals to
submit manuscripts, conceptual, creative, reflective, student-
authored, pedagogical, research-based, and/or theoretical, as

related to this topic of Navigation to Innovation: Lighting the
Path Toward Powerful Literacy Instruction.

INQUIRIES AND INNOVATIONS: Additionally, we
welcome educational research relevant to the work of
ELAR educators. These submissions could either be theme-
dependent or could be more generally relevant to the ELAR
education community.

STANDING COLUMNS: We also encourage brief
contributions in the form of standing columns. These center
on topics that interest you but do not necessarily align to an
issue’s theme or full-length manuscript requirements.

References

Texas Council of Teachers of English Language Arts. (2024,
February). 2025 TCTELA conference presentation
proposal form. Retrieved April 26, 2024, from https://
ventureall.wufoo.com/forms/wbf1gfh17d2xgk

Wood, C. (2019). The literacy of play and innovation:
Children as makers. Routledge. https://doi.
org/10.4324/9781351204637

English in Texas, Vol. 55.2—Fall/Winter 2025

THEME: Moving the Needle: A Paradigm Shift to
Language Architecture

MANUSCRIPT DEADLINE: September 1, 2025

Call for Submissions: “Teachers [can] support ... language
exploration by providing students with opportunities to
break down and analyze the language choices of speakers
and writers to determine if and how they are using
particular language forms for particular effects. [They
bring] together the language choices of published authors
and their personal language choices as racialized students
navigating a range of different communities of practice.
Adopting the perspective of language architecture frames

. Students as already understanding the relationship
between language choice and meaning through the
knowledge that they have gained through socialization into
the cultural and linguistic practices of their communities”
—Nelson Flores (2020, pp. 25, 29).

The Fall/Winter 2025 issue of English in Texas draws upon
Flores’ (2020) concept of language architecture. According
to Flores (2020), language architecture emphasizes the
need to rethink how language is taught and understood,
particularly for bi-, multilingual, and multidialectal
students. “State standards are not demanding mastery over
academic language, but are rather calling for students to be
language architects who are able to manipulate language
for specific purposes” (p. 25). Students who draw upon
linguistic and cultural influences craft and mold language
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every day, constructing language with interconnected and
complementary parts. They make arguments daily; they
explain topics they care deeply about; they are constantly
crafting a new language to communicate in digital spheres
never imagined; they are already architects. Leveraging the
work students are doing and teaching them to recognize the
architect’s role in their own craft helps teachers close the
gap between a simple understanding of academic language
to success in state standards--identifying how and why
authors craft tone, meaning, purpose, and point of view. This
approach calls upon educators to acknowledge and celebrate
cultural backgrounds and linguistic talents as integral to
academic achievement and success.

For the Fall/Winter 2025 issue, we welcome insightful and
reflective contributions from educators, researchers, and
practitioners about language architecture and architects,
with the following questions serving as a springboard:

» How do you position your students as language architects
who can use cultural and linguistic funds of knowledge
to analyze craft, read critically, and write persuasively?

* How does positioning students as language architects
vs. language academics connect to culturally sustaining
or asset-based pedagogy (Alim et al., 2020)?

» How have you used texts to model language
architecture in your teaching environment?

* How can a language architecture approach help
students develop as readers and/or authors?

More broadly, you may also consider the following:

* How do you incorporate and celebrate students’
cultural and linguistic practices in your instruction?

»  What new and supportive classroom structures and
practices are needed for PK-12 educators to “move
the needle” from the more typical academic language
approach to the more inclusive language architecture
stance?

*  What is needed for teacher development specialists,
administrators or educator preparation programs to
“move the needle” from the more typical academic
language approach to the more inclusive language
architecture stance?

FOCUS ON THE THEME: We invite interested
individuals to submit manuscripts, conceptual, creative,
reflective, student-authored, pedagogical, research-based,
and/or theoretical, as related to this topic of Moving the
Needle: A Paradigm Shift to Language Architecture.

INQUIRIES AND INNOVATIONS: Additionally, we
welcome educational research relevant to the work of
ELAR educators. These submissions could either be
theme-dependent or could be more generally relevant to
the ELAR education community.

STANDING COLUMNS: We also encourage brief
contributions in the form of standing columns. These center

on topics that interest you but do not necessarily align to
an issue’s theme or full-length manuscript requirements.

References

Alim, H. S., Paris, D., & Wong, C. P. (2020). Culturally
sustaining pedagogy: A critical framework for
centering communities. In N. S. Nasir, C. D. Lee, R. Pea,
& M. McKinney de Royston (Eds.), Handbook of the
cultural foundations of learning (pp. 261-276).

Flores, N. (2020). From academic language to language
architecture: Challenging raciolinguistic ideologies in
research and practice. Theory into practice, 59(1), 22-31.
https://doi.org/10.1080/00405841.2019.1665411

Columns Repeated in EACH Issue

A Seat and a Voice at
the Table

Keeping Your Wits
About You

Teaching Outtakes

This column focuses
on supporting
diversity, equity,
and inclusion to
empower groups
that are too often
marginalized in the
ELAR classroom.

What does your seat
at the table look like
day-to-day? How
are you striving

to bring diverse
texts, methods, and
instructional design
to the forefront

of 21st-century
instruction?

“Diversity is having
a seat at the table,
inclusion is having a
voice, and belonging
is having that voice
be heard.”

—Liz Fosslien

This column
focuses on teacher
self-care in today’s
often challenging
educational
environment.

How do you keep
your wits while the
world spins—often
wildly!-on its axis
each day? What
are your personal
and professional
approaches to
bringing hope and
balance to the world
of teaching?

“If you can keep
your wits about you
while all others are
losing theirs, and
blaming you. ...

The world will be
yours and everything
init.”

—Rudyard Kipling

This column focuses
on sharing the “aha”
lessons from the
“uh-oh” moments in
your classroom.

As educators, we
often talk about
“what works,” but
how has the “not
working” turned
you into a more
knowledgeable
practitioner and a
more streetwise
professional?
How did the “not
working” inform
you in your teaching
and help you to
grow?

“Mistakes are a
| fact of life. It is the
response to error
that counts.”
—Nikki Giovanni

To submit any of these standing columns for publication
consideration, please contact the editorial team at
EnglishinTexas@uhd.edu with a 100-150-word summary
of your idea BEFORE submitting.

SUBMISSION GUIDELINES, 2023-2025

Please refer to the Texas Council of Teachers of English
Language Arts—English in Texas website, https://www.
tctela.org/english_in texas, for manuscript submission
guidelines. Do not hesitate to contact the editorial team at
EnglishinTexas@uhd.edu should you have any questions.

Send manuscripts and questions regarding publishing in
English in Texas to: TCTELA Headquarters/English in
Texas, 919 Congress Avenue, Suite 1400, Austin, Texas
78701, 512.617.3200, EnglishinTexas@uhd.edu (subject
line: “English in Texas Submission or Query”)
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Featured Article

THE WoMmAN IN THE MINIVAN:

A LessoN IN THE Power oF WoRDs

By Kyrlene
AW 2

Kylene Beers is the author of Forged by Reading: The
Power of a Literate Life (2017), co-authored with Robert
E. Probst. She is the 2024 recipient of the James Squire
Award, which is given by the National Council of Teachers
of English for outstanding contributions to literacy education
nationally and internationally. She lives on her ranch in
Waco, Texas, with her husband, Brad, and their dog, Dally.
She can be reached at kbeers@prodigy.net.

Abstract: Kylene Beers, well-known for her books Notice
and Note with co-author Bob Probst, has taken time to
detail in this essay that our times are changing, our language
is challenged more than it is accepted, and sometimes we
need to take a moment of reflection to think about how we
can all make our world a better, more understanding place.
Beers uses her characteristic tongue-in-cheek humor to
relay a story that may have happened to readers across the
United States during the recent election cycle when there
seemed to be an “us versus them” mentality. Beers offers
insight into what propels people to act contrary to our own
beliefs, and she leaves the reader thinking both about the
power of actions as well as the power of thinking about
your actions first.

Keywords: civic responsibility, language, power of words,
tolerance, action

ne very early morning, before the sun rose, in late
September, my husband Brad and I ventured out on
our first stakeout. Ever. Perhaps professional sleuth

is not our best choice for a next career. The morning went
like this ...

Brad: Let’s take the truck instead of the mule.

For those of you who are not rancher/farmer types, this
particular mule seats six and comes with cup holders, and
instead of eating hay, it drinks gas.

Kylene: So, you want to drive the truck through the fields
to the pecan grove?

Brad: No. I thought we would drive on down the road a
little past the sign and park a little beyond the cemetery.
(Yes, dear reader, there is now a graveyard involved.)
Then, we are in the right place to follow her car. The five
cameras now pointing in all directions around the sign will
catch her at work. So, now we can follow her.

The “her” Brad was referring to is a woman in a silver
minivan and the “sign” he mentioned was our newly
posted Kamala Harris political sign. The “work” was the
woman’s daily theft of our sign. Four days before this one,
we had attached a 2'x 2'political sign to our fence along
some of our acreage fronting a gravel road. This gravel
road is the main road that connects most of the ranches in
our area. We put the first one up late one afternoon. The
next morning while driving to town, we saw that someone
had ripped it off the fence, torn it into pieces, and scattered
it on our land. We pulled over to the side of the road and
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picked up the torn pieces. We were angry and disappointed
and confused. Who would do this? How angry did someone
have to be to decide to break the law? We drove on into
town and added “buy another sign” to our list of errands.
After purchasing a new sign—now reading Harris/Walz—
we then made another stop.

Figure 1. Photograph From Kylene Beers’' Neighborhood

LN N N

We visited our local ranch supply store and bought two game
cameras. Game cameras are motion controlled and capture
movement at night as well as during the day. As we secured
our second sign to our fence, we also mounted the game
cameras. The following morning, we headed over to that
field and were not too surprised when we saw that this new
sign had been removed and, this time, was not destroyed but
was stolen. We downloaded the video from the cameras to a
jump drive and rushed back home to see the thief in action.
Our culprit was a woman in a minivan with a child in the
backseat. She wasn’t working under the presumed safety of
darkness, but instead had done this at 7:09 a.m. She pulled
onto our property, waited until the pickup truck behind her
drove past, turned off her car, walked 20 or so feet on our
property to reach our sign, took out a knife, cut the zip ties
we had used to secure it to the barbed wire, walked back to
her car, tossed it into her minivan, and then drove away. We
watched this several times.

Brad then checked with a nearby ranch that has higher
resolution cameras focused on their entry gates. This ranch
has some construction projects going on, and that means
many workers arrive early each morning. We asked the
ranch manager if he would check his cameras to see if he
saw a silver minivan arriving a little before seven. Sure
enough, that ranch had very clear video footage of the silver
minivan arriving, driving through the gates, dropping off a

passenger who we now know is the woman’s husband, and
then leaving. About five minutes later, our cameras filmed
her pulling off the road onto our property and stealing our
sign.

What we needed was her license plate number so we could
give a full packet of information to the constable. We
headed back to town, bought a third sign, and this time,
Brad secured it with barbed wire to the barbed wire fence.
And we added three more cameras to the area. We decided
we would enjoy a cup of coffee early the next morning
in the pecan grove near the fence—but not too near—so
we could perhaps see her license plate in case the cameras
failed to show us that. Now, the morning of our sleuthing,
Brad had nixed the pecan grove and wanted to drive our
truck on down the road, a distance past the signs, and then
follow her once she drove past us. I responded to his plan.

Kylene: Park near a graveyard? Predawn? Follow her?
Sure. What could go wrong?

So, with coffee in hand, and Dally—our dog—on leash, we
headed for the Little Techuana Baptist Church cemetery
and once right past it, we pulled to the side of the road.
We were not in sight of the sign or the woman, but we
could see if the minivan was going to continue past us or
was going to turn onto the one road that intersects onto our
gravel road.

Brad turned off his Ford F150, the state vehicle of Texas I
am pretty sure. The engine went quiet.

Kylene: (After a nanosecond.) I think you should turn off
the headlights.

Brad: They’ll go off.

Kylene: Soon?

Brad: Soon.

Wait. Wait. Wait. Then, finally, the headlights went off.

Kylene: But the interior lights are still on. (This is a
wonderful safety feature until, on a stakeout, you prefer to
be in darkness, even when near a graveyard.)

Brad: They’ll go off.
Kylene: When?
Brad: Soon.

That didn’t seem to be happening quickly, so Brad opened
and then closed his driver’s door. The lights stay on a while
if a door doesn’t open and then close. Once that happens,
the interior lights dim almost immediately. His action
turned off the interior lights but turned on something
else, unbeknownst to us. As we sat still, staring down the
road waiting for the minivan, Dally stood up in the back
to stretch and that caused the car alarm—set when Brad
opened and closed his door—to go off. Loudly. Abruptly.

English in Texas | Volume 54.2 | FALL/WINTER 2024 | A Journal of the Texas Council of Teachers of English Language Arts

9



A curse-inducing, coffee-spilling, dog-jumping-over-back-
seat-to-rush-to-my-lap piercing alarm. I’'m pretty sure the
dead stirred.

Kylene: Turn it off!
Brad: I'm trying!!

He accomplished turning it off by starting the engine. On
came the truck. On came the headlights. On came the
taillights. And there went the minivan.

Kylene: There she is! Back up! Back up! Go right. Get
behind her!

Brad: I know! I don’t want to get too close. Take a picture
of her license plate.

Kylene: You need to get closer. Go faster.

Brad: 1 don’t want to get too close too fast. We’ll just be
cool.

Kylene: I think that ship sailed a while ago.

Eventually, we caught up to her, and I found myself angry
and sad. I was sad because it was evident that the child
in her car was old enough to understand what Mom was
doing. And I was angry because splayed across the back
window of her minivan was a large decal proclaiming
“God 1*

Now, let’s take a slight detour. About 14 years ago, a
large part of the nation adopted what was called the
Common Core State Standards. Texas opted out, but most
other states adopted these standards that the National
Governor’s Association (not the federal government)
asked the Council of Chief State School Officers (i.e., state
superintendents) to create. These standards for math and
English language arts (ELA) were meant to help assure
that no matter what state kids were in, during certain grade
bands (K-2, 3-5, 6-8, 9—10, 11-12) certain skills would
be taught. How districts chose to teach those skills would
be up to each district. The hope was that if kids moved
from state to state (or district to district within a state) there
could be some understanding of what had been taught.
One of the architects of the ELA standards believed that
students needed to learn that meaning resides “within the
four corners of the text” (Greene, 2019, para. 6). He meant
that we should stop bringing our own thinking to a text and
should look only for the meaning that was on the page.

I think that’s impossible. Language always references
something else and often that something is stored in our
memories. You read the word “cat” on the page and can
point to the cat in the illustrations. That word references
the animal known as a cat. Then, if you had a cat as a child,
you might pull up fond memories of Tabby letting you
stroke her while she purred. You might, however, shudder
when you remember she decided to use your legs as a
scratching post causing you pain as her sharp claws peeled

away the skin. The word car becomes meaningful to you
as you access your particular memories.

(44

Do kids understand that reading
and writing are the tools of
literacy but that literacy itself
1s power? Do adults understand
that?

99

Likewise, for the woman in the minivan, our small sign
with only two words, means something far different to her
than it does to me. I read “Harris/Walz” and think of hope.
I smile.

But those two words evoke a different response in the
woman stealing our signs. Her response is so negative
that repeatedly she has pulled over, trespassed, defaced,
and stolen our property. Two words have incited her to
ignore the message on her car proclaiming that we should
put God first as she repeatedly breaks one of the Ten
Commandments. The irony of the situation could not be
ignored.

As TI’ve reflected on her actions, I cannot help but realize
the power of words. Words matter. Words can soothe or
anger; they can inspire or incite; they can help, and they
can hinder. I wonder if during this age of tweets and texts,
this time of alternative facts, this new world of artificial
intelligence that easily not only alters but creates a reality,
if we have forgotten what all can happen when 26 letters
combine to create words, to create ideas.

Do kids understand that reading and writing are the fools
of literacy but that literacy itself is power? Do adults
understand that? Or have we let reading and writing
become a school skill that needs to be honed so we can
pass a test and get a job? Do we value a literate life? Do
we recognize that a literate life gives us the power to
change ourselves and perhaps the world around us through
language? It is reading and writing that help us build a
mind, cultivate self-determination. These tools help each
of us come together to create a society steeped in reason
and responsibility and held together by hope and humility.

We seem to have become a nation of “us” and “them.” And
if someone does not think like us, believe like us, look like
us, love like us, worship like us, whatever “us” is to you,
then that person is a “them” and the “thems” of the world,
of our individual worlds, are wrong. And sometimes
wrong means hated, and the things we hate, we more easily
discard. Such binary thinking means that many have lost
the ability to tolerate ambiguity, listen respectfully, and
approach differences with the recognition that underneath
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it all, we are each more alike than different. Such “us
versus them” mentality is what perhaps allows one to steal
a sign because the person who put it up was wrong and
being wrong makes me and my sign disposable.

Language helps us shape ourselves and influence the
world—a world to which we all belong. We are one
another’s neighbors. And because we share this world, our
nation, our communities, and our schools, we need to teach
our children in such a way that they recognize both the
opportunity and the responsibility that a literate life offers.
We can help develop that responsibility by amplifying
voices of truth, of inclusion, of compassion, and most
certainly, of reason. As students confront ideas that
might challenge their long-held beliefs, they might feel
discomfort, but they also might discover something new
about themselves and the world around them. They might
develop compassion. When early people began to hear the
rumors that the world was not flat but instead was a sphere,
it wasn’t that the world had changed its shape. No! What
changed was understanding. This new understanding
disrupted the thinking of many, and many resisted (and
some still do). Examining our long-held beliefs is hard.

Every time a school district censors what students can
read, restricts the history or the science students can
learn, attempts to limit what invited speakers can say, the
district is subtly telling its students that certain authors,
certain ideas, certain facts should be avoided. Every
parent has the right to decide if their particular child can
read a particular book or listen to a particular speaker,
but no single parent has the right to make that decision
for all children. Recently, I was confused by the associate
superintendent of a large school district who invited me
to speak to all the teachers. She told me she is proud of
their inclusive practices right before she told me not to
use the terms “whole language,” “social and emotional
learning,” and “critical race theory.” She told me not to
discuss any books written by LGBTQ+ authors or books
that included LGBTQ+ characters. I was told not to say
anything about The 1619 Project (https://www.nytimes.
com/interactive/2019/08/14/magazine/1619-america-
slavery.html) and not to discuss anything that was related
to race. She paused then added, “Oh, and yes, we recently
had a parent upset that the science teacher discussed the
problems with fracking. So, avoid fracking too.”

99 ¢

Even though this district claimed to be inclusive, they
sure excluded a lot. As the associate superintendent and I
continued our conversation, she explained, “We have some
parents who will create a ruckus over those topics. It is
easier and less disruptive to just do what they want.” As
she kept explaining her position, I thought about the books
and poems [ often share in a workshop. I choose books
to share because of the texts’ ability to help me make a
point and not because of who the author loves. And though
I’ve rarely had the need to discuss The 1619 Project or
fracking when helping teachers think about the Notice and

Note Signposts that students might notice in a literary text,
I suddenly had an urge to do so. I was sure I would be the
one making a ruckus. I declined the invitation. My words
were not going to sway her, and her words were not going
to sway me. We parted, both hoping that sometime in the
future my visit might be possible.

The woman in the minivan is now my text, and I am
working hard to read her, to understand her. I don’t know
if Brad and I will actually go to the constable or not. We
bought an additional sign that we put next to our newest
Harris/Walz sign: “Smile, you are being filmed!” it
proclaims. I particularly like the exclamation point. This
seems to have stopped her for now. But I actually wanted
to do more than stop her, though that certainly was one
goal. I also want to understand what guides her actions.
We won’t ever agree on some issues, | presume, but could
we act with kindness toward one another? Can / act with
kindness if I have to keep buying more signs?

I hope as we all move through these contentious times,
we offer one another the grace needed to reflect before we
react and to consider before we condemn. I hope we are
each brave enough to stand against injustices, both small
and big, and I hope as we stand against those injustices
we treat one another with the dignity we are each due.
We are a big and diverse country, and we won’t all ever
agree on many topics, but the better way to come closer to
understanding one another will come through thoughtful
words and not through hateful actions. With words, with
our voices, our individual and collective voices, we have a
chance to craft a better tomorrow.
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Abstract: This article emphasizes the importance of
embracing and mobilizing students’ linguistic practices,
particularly in bilingual settings. The authors reflect
on their experiences as bilingual teachers, initially
correcting students’ use of regional Spanish variations and
translanguaging (mixing English and Spanish). However,
through advanced studies, they recognized the validity of
these practices and began fostering an inclusive classroom
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s former bilingual literacy teachers, we have
Aexperienced the ups and downs and the ins

and outs of what it means to nurture the many
languages of literacy for elementary bilingual students.
As bilingual people ourselves, we thought this would
be a relatively easy feat. We were and are bilingual after
all! However, through the years, we’ve both learned how
much we would need to continue to reflect and learn about
our own bilingual literacy journeys and how they were
the same and different from the largely heritage bilingual,
Mexican American students we taught (Mufloz & Babino,
2024). We’ve learned that there isn’t just one bilingual
Latinx experience; instead, our bi/multilingualism exists
across a continuum of biliteracies, presenting very specific
language and literacy needs in the classroom (Babino

English in Texas | Volume 54.2 | FALL/WINTER 2024 | A Journal of the Texas Council of Teachers of English Language Arts

12



& Muifioz, 2023). Elena, a first generation American
from Venezuela, and Ale, a second generation Mexican
American, held language ideologies, or beliefs about
language, that actually limited the dynamic, creative, and
beautiful biliteracies of our students (Henderson, 2017).
Now, Elena is a doctoral student in Early Childhood
Education and Ale is an Associate Professor at Texas
Woman'’s University.

In this article, we share our top five tips—or, how we would
say with our students, “consejos”—on how to nurture the
many languages of literacy from the elementary to the
college classroom. Whether you identify as bilingual or
not or have ample or little experience in welcoming many
languages and literacies into the classroom, we believe all
teachers can implement these evidence-based practices for
more expansive and joyful literacy learning. This article
serves as a valuable resource not only for preservice teachers
but also for experienced educators, offering strategies to
support multilingual students better. It emphasizes shifting
from traditional approaches like language separation and
code-switching to a more dynamic, inclusive practice of
translanguaging, where languages are not isolated by rigid
rules. This holistic approach validates the diverse linguistic
and cultural practices students bring to the classroom. The
article also promotes critical conversations about language
ideologies, encouraging teachers to reflect on and address
their own biases toward what is considered “legitimate”
language. Finally, practical strategies such as using
multimodal resources, conducting classroom language
audits, and creating critical translanguaging spaces are
provided to help teachers move beyond theory and into
actionable practice.

Be Brave to Model Your Own Language Practices

Our first consejo for teachers of bilingual students is to
be brave to model your use of multiple languages. No
matter your proficiencies or years of teaching experience,
modeling your bi/multilingual language use normalizes
and legitimizes bi/multilingualism. Even if you “just”
took several years of a world language in high school or
college, you can do this. Intersperse in your conversations
what you know. Model asking for help from your students,
“Coémo se dice? o ;Como se pronuncia?”’ (How do you
say or pronounce this?) are powerful moves that work in
part to disrupt English hegemony, the power of English
to dominate school spaces. This is especially important
because bilingual Latinx often internalize that English
is more important (Babino & Stewart, 2017) and only
English is used in school spaces (Fallas-Escobar & Deroo,
2023). That is, even when bilingual Latinx take part in
school programs that encourage using both languages,
they still won’t predictably use all of their languages and
language varieties.

As elementary teachers, almost 100% of our students were
Latinx, with varying proficiency levels in both Spanish

and English. We’ve also taught in a variety of bilingual
programs, some with the sole goal of English proficiency
and others with the goal of developing bilingual literacy
and achieving grade level expectations. A common feature
of many of these programs is separation of languages, or
not mixing languages, during instruction. The goal here
is to have extended time to develop each target language,
whether it be English or Spanish (Howard et al., 2018).

This leads us to the concept
of translanguaging, which
is different from code-
switching.

=99

Some of our students have been more comfortable
speaking English, while others preferred speaking
Spanish. In Elena’s district, the bilingual program required
her to teach all subjects except math in Spanish. Still,
most students tried to use Spanish exclusively in the early
childhood classroom. Despite this emphasis, Elena did not
force them to speak only in Spanish or correct them when
they used English or Spanglish, a variety of Spanish with
English features that is often regarded by bilingual Latinx
as inferior to proper or academic English (Faltis, 2024).

This leads us to the concept of translanguaging, which
is different from code-switching. Translanguaging views
the linguistic practices of an emergent bilingual as an
integrated whole—a flexible repertoire of linguistic tools.
In this approach, individuals are encouraged to draw on all
their linguistic knowledge to navigate between languages
and communicate more effectively rather than seeing
their language skills as separate, rigid entities that must
remain distinct (Garcia et al., 2017). In contrast, code-
switching refers to the ability of an emergent bilingual
to switch between languages, such as when a bilingual
student speaking in English with monolingual peers
inserts a Spanish word into the conversation. However,
code-switching operates under the premise that linguistic
abilities from different languages should remain distinct,
with each language being used in isolation according to its
specific rules.

Previously, Elena believed that mixing English and
Spanish in speech or writing was a grammatical mistake.
Ale was brought up thinking mixing languages as pocho.
(Pocho is a word, often used in a derogatory manner, to
refer to Mexican Americans who are Americanized.)
Through years of critical reflection, both Elena and Ale
understand that translanguaging allows students to draw
from their full linguistic repertoire to process information,
make meaning, and communicate effectively (Zapata
& Laman, 2016). Elena even realized that she uses
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translanguaging at home with her family, unconsciously
switching between languages when she could not find the
right word in Spanish or English. Similarly, Ale realized
that she unconsciously thought in both languages but often
had to suppress one language in order to communicate
monolingually in school settings as a bilingual teacher that
required her to speak or use only one language at a time.
Translanguaging freed both of us first as bilingual people
and then as bilingual teachers to make space for all of what
our students know and all of who they are.

When we model using all of our languages, speaking
practices in our classrooms can be rich in translanguaging
and multimodal communication. Students selected books
in both languages and frequently asked for help translating
English terms, especially during math, taught exclusively
in English in Elena’s district. Depending on their comfort
level, Elena allowed them to choose videos in either
English or Spanish. Although the ultimate goal of some
bilingual programs is English fluency in the United States,
we’ve encouraged our students to use their entire linguistic
repertoire for assignments. In third grade, students were
required to write in both English and Spanish. Elena
allowed them to write in whichever language they were
most comfortable with during the drafting process. For
the final copy, Elena paired them with a partner who was
more robust in the target language to provide support.
Additionally, she permitted the use of digital translators
like Google Translate or English-Spanish dictionaries.

Elena and Ale also modeled using their linguistic resources
fully through their text selection. Offering books that
reflect their social, cultural, and ethnic backgrounds
enabled us to address relevant and meaningful topics,
helping students connect with the text and see themselves
reflected in it (May et al., 2014). It all starts with first
modeling our own bi/multilingualism across languages
through translanguaging.

Sow Seeds of Multimodal Environmental Print

The most valuable resources in a classroom are what our
students bring with them—their knowledge, linguistic
practices, identities, and cultures. The first step in creating
a multimodal classroom rich with learning opportunities
is to get to know our students. Only then can we more
fully and accurately represent them in our classroom
environment. Even as experienced teachers, this is an
evolving skill since the students in front of us change
every year. Every year we will seek to learn from our
new students in our new class at a new moment in time.
We firmly believe that teachers must honor, explore, and
give the appropriate value to their students’ linguistic and
cultural practices. We must view each student’s cultural
background as an asset to be celebrated and explored, not
as a flaw that needs correction (Paris & Alim, 2017). This
not only legitimizes their funds of knowledge, but it also

honors their funds of identity—that they have identities as
knowledge producers that are just as legitimate as White
students (Esteban-Guitart & Moll, 2014).

With this mindset, we always sought to provide students
with various ways to access information. This included
printed texts in English, Spanish, and other languages,
digital resources on platforms like Epic Books (https://www.
getepic.com), presentations created using Pear Deck (https://
www.peardeck.com) or Canva (https://www.canva.com),
videos, and search engines like Kiddle (https://www.kiddle.
co). When Elena taught third grade, she encouraged her
students to explore information in both languages and utilize
various multimodal resources. One project that exemplified
this approach was a campaign design for an animal shelter.
Some students recorded videos in Spanish, others in English,
and some created posters with text and drawings, primarily in
Spanish. They also made use of videos, educational apps like
PebbleGo (https://www.pebblego.com) or Brain Pop (https://
www.brainpop.com), and both printed and digital books.
She did this by including physical materials in the classroom
that spanned students’ languages and literacies. Depending
on where you are in your bi/multilingual teaching journey in
the literacy classroom, you may start with including a certain
number of resources in a lesson each week, to several times
each week, and then every day to build up to using more
multimodal multilingual resources.

Another example of Elena’s students’ use of multimodal
resources and translanguaging practices occurred during
a project where they created informational books and
presentations about rainforest animals and plants. The first
step was for each student to choose an animal and a plant to
research. To support this, she showed them three different
videos about rainforest life. Once they made their selections,
they began their research using printed books from the
school library, Kiddle and YouTube (https://youtube.com).
These resources were available in both English and Spanish,
allowing students to choose their preferred language. Since
the final project was in English, Elena facilitated group
work to help students support one another, especially those
who found English challenging. They took notes, wrote
their informational books, and ultimately presented their
findings to the class through dioramas, posters, or digital
presentations.

In addition to encouraging multimodal communication,
Elena and Ale have incorporated various methods of
content delivery in their classroom environments. For
example, Elena used songs in both Spanish and English and
showed videos of read-aloud sessions in both languages.
She also encouraged her students to use printed texts, the
internet, and apps on their iPads during research projects.
In Ale’s undergraduate literacy and bilingual classes, she
encourages students to respond in discussion boards and
to reader-response assignments in English, Spanish, or a
combination of the two. She includes examples in Spanish,
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English, or both in her online college classroom to enrich
the online class environment.

The effective use of translanguaging and multimodal
resources requires strategic planning for these practices to be
meaningful. Teachers can engage in a language audit of their
classrooms to see how many and what kinds of materials are
available in each language. Ale learned that even when she
thought she was including more resources in Spanish, the
environmental print in her classroom told a different story:
there was much more English representation than Spanish
representation. Planning and fostering interaction and
collaboration are essential in building this bilingual space.
Ask your students for additions to the classroom environment.
Invite them to work as language detectives to examine
your classroom. Praise them for adding their work to the
classroom environmental print. Como siempre (like always),
we encourage teachers to not make perfection the enemy
of good; that is, it doesn’t have to be perfect, or students’
languages don’t have to be totally equally represented (yet) in
every single content area to be meaningful. Start poco a poco
(little by little) and go from there.

Send Consistent Invitations

During our careers as bilingual teachers, we’ve witnessed a
significant shift in the bilingual student population. About
a decade ago, most bilingual students were newcomers,
predominantly Spanish speakers. However, today, many
bilingual students are born and raised in the United States.
As a result, English has become a significant influence on
how they communicate and to what degree they maintain
their Spanish language skills. In our classrooms, nearly all
of our students blend English and Spanish when speaking
and writing. With this in mind, we want our classrooms
to be a space where students feel safe to be themselves,
without sacrificing their identities to succeed. This
includes our translingual modeling, or showing students
how to use all of their language features without specific
regard to staying in one “language.” It further includes
environmental print and explicit invitations for students to
use their literacies across languages.

In previous sections, we’ve described why it is essential
that we provide opportunities for students to use all the
tools in their linguistic repertoire. But it is arguably just
as important to consistently provide invitations to increase
the use and prestige of the minoritized language, Spanish
(Babino & Wickstrom, 2017). From early childhood we
have seen—and research has consistently found—that
young bilingual children as young as in kindergarten
internalize the power of English. They even begin rejecting
using Spanish and having a Spanish/bilingual identity
(Chaparro, 2019). As a fourth grade bilingual teacher, who
taught in a dual language program with the goal to develop
both languages to high levels, Ale noticed students started
to refuse using Spanish. They outright did not want to
speak Spanish, write in Spanish, and take standardized

tests in Spanish. She was shocked and perplexed. For most
of these students, Spanish was the dominant language at
home; they had all participated in a dual language program
for five years at that point. Most of their friends were
bilingual, and at least half of their teachers were bilingual.

What was going on?
And more importantly, as a teacher, what could Ale do?

In cases like these, teachers teachers can create a critical
translanguaging space (Hamman-Ortiz, 2024), considering
the purposes of translanguaging and what linguistic
equity might look like in each circumstance. One facet of
linguistic equity is providing space for students to use all of
their languages and thereby be themselves with their whole
identity as bilingual people. Another aspect of linguistic
equity, as has been the focus of bilingual education
legislation in the U.S., is developing English proficiency.
We believe, along with others (Guerrero, 2023), that yet
another facet of linguistic equity for bilingual Latinx is to
provide steady opportunities to use and develop Spanish.
So, when we discuss issuing invitations to students, it can
come in the form of issuing invitations to translanguage.
There may be other times where the invitations we issue
are to encourage the development of the minoritized
language, the one least likely to be used and developed—
even with highly bilingual individuals.

One pedagogical response to encourage the minoritized
language could be to strictly enforce Spanish use during
Spanish time or in the Spanish classroom. Some teachers
even go so far as to make a rule and create a classroom
role of the “Spanish police,” who quite literally policed
students’ language to ensure they were using the target
language (Volk & Angelova, 2007). Another, less harsh
response can be to consistently require students to repeat
in Spanish what they said in English. Some teachers say
something to the effect of “No entiendo. ;Me lo dices
en espafiol?” (I don’t understand. Can you tell me in
Spanish?). While well-intentioned, these practices don’t
get to the heart of the matter of why students don’t want
to use Spanish.

Instead of these practices, we submit that critical
translanguaging perspective can consider what the primary
purpose of any assignment is: to develop a target language
or to show what they know? What are the overall language
practices and developmental skills the student has? What
might be the right next step in their language development,
taking the three types of linguistic equity into account:
creating a translanguaging space, developing and showing
proficiency in English, or developing and showing
proficiency in Spanish? To honor their agency in their
bilingual literacy development, we can offer invitations to
use any particular language or combination of languages
at any time. But that’s not the only thing we can do. To
get to the heart of the matter, we offer two more consejos
(pieces of advice).
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Make Space for Critical Conversations

As we’ve reflected on our experiences, we’ve realized just
how pervasive language biases are. For example, Elena
and Ale encountered prejudice against Chicano Spanish
from other Spanish speakers who had emigrated from
Mexico. “Native” English speakers, too, often dismissed
certain pronunciations as “incorrect” simply because they
didn’t match the English accent. This made us confront
our own biases towards different versions of Spanish and
English spoken by second-generation Latinx.

We’ve learned that these biases don’t just stay within
individuals—they seep into our classrooms. Delpit (2006)
discusses how judgments about a student’s language practices
can negatively affect their academic performance and overall
well being. She argues that we, as teachers, shouldn’t force
students to adopt what’s seen as the “appropriate” language
practice. Instead, our job is to equip them with the knowledge
and skills to make informed choices for themselves. But
teachers are often stuck assessing and comparing students
against standards based on White middle-class norms—
standards that don’t reflect the conditions or opportunities
of most of our students. These assessments tend to highlight
students’ shortcomings rather than their growth. Although
efforts have been made to change this, the White middle-class
perspective still dominates our schools. When we design a
curriculum, we must consider what our students bring with
them and recognize their knowledge as an asset, not a deficit.

Thankfully, scholars and researchers are leading the way
with new approaches that aim to right these wrongs.
Paris and Alim (2017), for example, introduce culturally
sustaining pedagogies—an approach that values students
for who they are as individuals. In this framework,
different cultures, languages, and communities are central
to education, and differences are seen as assets rather
than problems to be fixed. Even more so, they emphasize
strengthening the cultural and linguistic practices of
racialized students. Texas teachers can do this when we
talk about the historical biases connected to different
language practices, when we ask questions about who
gets to decide what legitimate language is, and how we
might use our languages for our own means. Consider
it an ongoing conversation throughout the entire school
year rather than a one-time chat in the moment (Babino &
Wickstrom, 2017). Once again, this can start simply with a
follow-up question when a student expresses not wanting
to speak or use Spanish. We can gently probe, “Why is
that?” or “Says who?” “Does that sound right?”” or “How
do you know?”

As part of this ongoing, yearlong critical conversation, we
can also share our own stories, and invite other adults into
the classroom to share. For Elena, affirming her students’
cultural identities means actively engaging with their
communities and bringing those communities into the

classroom. By inviting them to be a part of the educational
process, we make their knowledge a foundational part of
our curriculum. Ale often shared with her students and
their families that only two of her abuelitos’ (grandparents)
ten grandchildren spoke Spanish. That is, 8 of 10 stopped
speaking Spanish within one generation of coming to the
United States! She continued to share with them how
challenging it was for her to maintain and continue to
develop Spanish, how she felt trying to talk with her primos
mexicanos (Mexican cousins), and how frustrated she felt
not being able to express herself as thoroughly in Spanish
as she could in English. Wide-eyed, her students often
grew silent. Maybe they considered another perspective.
Maybe we opened the door to continue thinking about the
place of languages in our lives.

Creating space for critical conversations about the power
and ideologies connected to different languages and
language practices is essential because it allows us to name
and respond to our complex lived experience as social
beings (Freire, 1996). It’s one more step toward a more
just and inclusive educational classroom—one that truly
values every child for who they are and who they can more
fully become.

Punctuate the Curriculum Cycle With Conferences

Paulo Freire (1996) once said that praxis is the symbiosis
of reflection and action aimed at transforming the world.
We think about this often because it reminds us that
real change happens only when we put knowledge into
practice. We can discuss countless pedagogies, methods,
and theories, but the change we need will remain out of
reach without a true commitment to implementing them.
Periodic conferences with students throughout the school
year can give students intentional time to reflect on how
they are using and developing their languages for their
own means. Ale has used a version of the survey in Figure
1 (see page 17) to invite continued reflection on students’
literacies across their languages (Mufioz & Babino, 2024).

Biliteracy Practices Reflection

Part of the power in these conferences comes from the
act of personal reflection: to stop, notice, and reflect on
their language patterns in their lives. Another source of
power is through discussing their literacy practices across
languages. This creates a community of reflection, a third
space, that further reinforces their identities and literacies.
And yet another source of power comes through giving
space to make goals for how students want to develop
and use their languages—which can come through
conferring with other classmates or the teacher. When we
punctuate the curriculum cycle with personal reflection
and conferences on students’ literacies across languages,
we engage in counter hegemonic practices that disrupt
English hegemony.
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Figure 1. Biliteracy Practices Reflection (Mufoz & Babino, 2024)
Parte A

(Cudl opcion representa mejor como te sientes sobre cada actividad? Marca la respuesta que representa mejor como usas

tus biliteracidades.

Actividad de Prefiero hacerlo | Prefiero Me gusta hacerlo | Prefiero hacerlo | Prefiero hacerlo
biliteracidad en espaiiol. hacerlo en igualmente en la mayor parte en | la mayor parte
inglés. espaiiol y en espaiiol con un en inglés con un
inglés. poco de inglés. poco de espaiiol.
La lectura

La escritura

Escuchar musica

Ver la tele/los videos

Platicar con amigos

Platicar con vecinos

Platicar con
familiares mayores

Platicar con
familiares jovenes

Aprender algo en la
escuela

Note. The directions say “Which option best represents how you feel about each activity? Mark the response that best represents
how you use your biliteracies. The titles across the top of the chart say: Biliteracy activity, “l prefer to do it in Spanish,”“I prefer to do
it in English,"“I prefer to do it equally in Spanish or English,"“I prefer to do it mostly in Spanish with some English,”and “I prefer to
do it mostly in English with some Spanish.” The biliteracy activities listed include: reading, writing, listening to music, watching TV/
videos, talking with friends, talking with neighbors, talking with older family members, talking with younger family members,

learning something at school.

This journey of self-assessment and reflection isn’t just
for students—it’s for us as educators too. As Muhammad
(2021) advocates, we need to constantly revisit and revise
our practices, prejudices, and beliefs. It is our sincere hope
that these five consejos (tips) can encourage you in your
journey of nurturing the many languages of literacy for
your students in your own classroom, starting just one paso
(step) at a time.
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Abstract: The author discusses essential skills and
strategies teachers can use to create a shared linguistic space
in today’s English classrooms. Topics such as increasing
reading enjoyment and developing voice, agency, purpose,
and authenticity in student writers are a major focus.
Readers will learn how to unpack information overload in
the digital age and utilize a National Writing Project model
for literacy instruction to increase and enhance the voices
of literacy in classrooms. Special consideration is given
to the roles of translanguaging and discourse communities
in elevating those voices. As a National Writing Project
Teacher Consultant and teacher of literacy and preservice
teachers, the author draws on her experiences, research,
and expertise to encourage teaching for the greater good,
with an effort to inspire the writers of tomorrow and create
a balanced literacy approach that is not only effective and
rewarding but inspiring.

Keywords: National Writing Project, discourse communities,
reading enjoyment, writing instruction, balanced literacy

the development of literacy is the dining room table

conversation” (King, 2018, p. 187). This aphorism
has always stuck with me because I recall being an only
child among a room full of adults, where I sat and listened
to the grown-ups converse. | remember hearing words 1
did not know and trying to surmise their meaning based
upon context, picking up idioms and turns of phrase,
and wondering why they were used. Even more vividly,
I recall anecdotes, words, and casual comments that I
admired, adopted, and used in my own conversations or
in my writing. Although I was not aware of it then, the
exposure to these conversations was helping me to hone
my listening skills as well as draw conclusions and make
inferences. Most importantly, it was providing me with a
foundation of literacy that supported me throughout my
life.

Fred Rogers once said, “One of the greatest helps in

Nowadays, I tend to assume there are not many dining room
conversations for children to become a part of and glean
the same nuances I did. As a child, I grew up immersed
in literacy practices in a whole language approach to
learning. Our teachers taught us cursive and encouraged us
to go to the library and Scholastic Book Fairs to develop a
reading habit. They published our writings in class books
that we shared in an author’s chair, which required a foot
stool to climb onto and which gave us a feeling of pride,
sitting there while reading our words to our classmates.
Conversely, today’s students can click a mouse or touch
a screen and be inundated by more information than they
know what to do with, but they may not be exposed to
the art of the communication, discourse communities, and
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¢¢ What changes the language of

my classroom to make it a more
challenging, rewarding, and
shared linguistic space? 99

texts rich in content and vocabulary outside of school as
often as I was (Wolf & Stoodley, 2018).

This leads me to some profound questions: What
changes the language of my classroom to make it a more
challenging, rewarding, and shared linguistic space? What
are the most important skills I believe students need to be
successful in school and life? What should the sounds of
literacy be in the classrooms of my future teachers?

To explore these questions, I must consider one I have
been grappling with since I entered my first classroom
28 years ago: How do English teachers do it all? In my
literacy classes, I encourage my preservice teachers to
follow Kelly Gallagher and Penny Kittle’s (2018) daily
literacy plan of read, write, think, and create. This is an
casy momentum to abide by to ensure that students are
reading like writers and writing like readers. Engaging in
metacognition and reflection, their lessons culminate in the
highest level of Bloom’s Taxonomy: creation.

This agenda is an offshoot of the six components of
balanced literacy: the minilesson, independent reading,
conferring and assessment, small group instruction, read-
alouds, and shared, interactive reading. While Gallagher
and Kittle focus on secondary student learning, the
compilation of a balanced learning day for students is
of utmost priority. Teachers also need to focus on the
essentials they think students should learn and review
cach year, such as priority standards with key skills
including summarizing, inferencing, synthesizing, and
thinking critically. Considering these ideas as the sounds
of literacy that fill our classrooms will help us learn to offer
multiple learning opportunities and will help us balance
our teaching lives.

Read More

One of the most insightful conversations I have had with
other English teachers recently was sparked by Carol
Jago’s (2024) keynote address The Science of Teaching
Reading in the Digital Age at the California Association of
Teachers of English convention. Jago stated that students
are reading less and enjoying it less, adding that they are
starving for something as nonreaders. To a packed room
full of teachers, she urged, “Students are hungry—both
intellectually and emotionally” (9:55). She shared that in
1984, 35% of 13-year-olds read for fun; today, that number
is a low 14% (9:55). Even worse, 42% of low performing
students rarely read for fun (10:05).

The culprit? Social media and screens. These not only
turn kids from books but can make them feel bad about
themselves and their friendships. Reading is the balm
that can heal this sad truth. What does reading do for our
students? Jago (2024) says that it gives them a more quiet,
vicarious reading experience, better mental health, and a
sense of stillness. Reading allows students to step out of
the chaos of life. Jago encourages teachers to share books
that they love with students as often as they can and seek to
understand the needs and challenges of students. Helping
them to become good readers who read widely and deeply
changes their narrative and ushers them into a literate life.
As teachers, we can do this by creating a shared linguistic
space that supports a community of writers and readers
who develop their literacy skills together, alongside one
another, while growing from the experiences they share in
the classroom.

What makes a good reader? Typically, the answer is
usually a reader who has been continuously exposed to
literature and print their whole life. Unfortunately, the
digital age reader has become adept at skimming for the
gist of a text. Jacobs (2011) believes that we lose much
from skimming and reading without being attentive, but
that it is becoming the only way we know how to read in
the digital age. He urges us to be lost in a book like we
were as children. Jacobs reflects on his experience reading
beloved books from years past, and he suggests that we
read rapt: “completely absorbed, engrossed, fascinated,
perhaps even carried away” (p. 86). He suggests, “Perhaps
it is only in childhood that books have any deep influence
on our lives. In later life, we might admire, we are often
entertained, we may modify some views we already
hold, but we are more likely to find in books merely a
confirmation of what is in our minds already” (p. 149).
The books we read in our early years create the bar against
which all other books are measured, allowing students
to see their past as this shared linguistic space, thereby
growing a deep community within a classroom.

In many English classrooms today, the current trend is to
assign summaries or shortened versions of texts versus
texts in their entirety. Kelly Gallagher (Gallagher & Kittle,
2018) warns against this. In summary, we are not doing
our students a favor by cutting out the hard stuff, and when
students embrace confusion, that’s where the real learning
occurs. It is better to teach fewer texts well than offer
students a smattering of bits and pieces of texts.

Jago (2024) encourages teachers to give book talks and
introduce books with a “Vygotskyian nudge” (10:05).
Another way to address this is to read just the preface, or
the first few pages to students, sort of like a book preview.
Students can also give book talks in class or create book
trailers. Jago also reminds teachers that the canon can take
the enjoyment out of reading for students, but it can also
expose them to their home run book (Von Sprecken et al.,
2000). We do not need to discard the canon entirely in
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exchange for pop culture texts, nor do we have to cling
to the canon and dismiss the contemporary. We have the
opportunity to revise the canon, keep what serves us well,
and incorporate the literature that will become classics.
It is our canon to shape. “If students read more books,
we wouldn’t be fighting about which books they should
read” (Jago, 2024, 10:40). Her comment resonated deeply
with teachers fighting current censorship battles. Keeping
books in our classrooms moving freely from student to
student and hand to hand can change the sounds of literacy
one student at a time.

Perhaps another language of the English classroom is what
Jago (2024) called “the fiction effect,” which is the idea
that reading complex novels, untangling metaphors, and
following deep philosophical arguments allows students
to develop a habit of mind as readers. Classrooms need
to mirror the practices of authentic readers. Teachers need
to help readers build stamina by minimizing distractions,
setting goals, and increasing reading time. The most
important literacy support we can offer is to give students
time to read and to talk about reading. We need to help
them develop stamina by preserving independent reading.
Research has shown that 15 minutes of reading each
day helps students become better readers and writers
by increasing vocabulary and knowledge of sentence
construction. It can also foster a love and appreciation of
reading (Gallagher & Kittle, 2021).

Another change in the sound of literacy may be: What
does it mean to teach a book? Teachers need to make
reading purposeful and real for students. They need
to immerse them in a world of ideas and allow them to
make connections, while providing choices, enrichment
activities, and opportunities to write and talk about what
they are reading. I think we would all welcome this
changing sound happening in our classrooms.

Write Often

One way to support a shared linguistic space is to empower
student writers. Newkirk (2009) says that writing is the
other side of the bed [to reading] that is never slept in. This
metaphor is an unfortunate yet apt way to view the English
language arts (ELA) classroom. Writing is a vital skill that
we need to teach our students. As a National Writing Project
(NWP) Fellow, I center my classroom around writing and
mirror the pedagogical practices of the NWP Summer
Institute, where each day participants move through a series
of writing exercises. What follows is a list of the NWP
Summer Institute suggestions for building a community of
writers (K. Athans, personal communication, June 2023). I
use these daily in my classroom:

*  Write into the day
+ Share a poem of the day
* Read

*  Write
* Share our writing
* Discuss our writing and reflect on our process

The best move teachers can make in a writing-centered
classroom is to create a community of writers. Have
students write in class, use mentor texts to model writing,
and include your own writing. A great mentor text
provokes something: a memory, a passion, a desire to
write. Have students share their writing with one another.
Most importantly, have students publish work in real-
world contexts thereby diversifying the sounds even more
richly.

My ultimate goal as a writing teacher is to create
confident writers. Many high school English departments,
unfortunately, focus too heavily on writing arguments
and claims and synthesizing evidence rather than having
students write more personal pieces. While argument may
be an important skill to master for college, it should not be
so exalted that we lose sight of why we even write in the
first place—connection.

Sadly, to teach students to write arguments, teachers have
focused so much on that particular genre of writing that
they have neglected all other genres as well as—dare I
say it—reading. In the digital age, this developing reading
deficit is a disaster. 32% of students in today’s schools are
receiving below grade level texts (Jago, 2024). In fact,
public school leaders estimate that about half—49%—of
their students began the 2022-23 year behind grade level
in at least one academic subject, according to data released
by the National Center for Education Statistics (Jago,
2024, 10:00, citing Camera, 2023). The paucity of reading
skills in a post-pandemic world is affecting students across
the content areas, and it is our job as English teachers to
remedy this deficit.

The sounds of literacy have changed over the years. When
I began my teaching career, we taught six texts a year. Now,
in many high schools, students read two core texts a year.
Student preparation is lacking (Horowitch, 2024). How is
this solving the problem with the low literacy levels? How
is this preparing students for the reading of dense, difficult
texts they are going to encounter throughout college and
career paths? How is this creating lifelong readers who
value the written word? I am reminded of Rose’s (1989)
comment:

My students needed to be immersed in talking, reading,
and writing, they needed to further develop their ability
to think critically, and they needed to gain confidence in
themselves as systematic inquirers. They had to be let
into the academic club. (pp. 141-142)

It is futile to ask a student to craft an argument regarding
any text if students do not have a sense of their voice, style,
agency, and confidence as a writer. They need a strong
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reading base and exposure to multiple, diverse texts in a
variety of genres to develop those skills. Our students need
to develop a habit of reading and a comfort with language
long before they become confident writers. They need to
see what makes a text a work of art, how the right word
used in a certain way can conjure an experience, emotion,
or reaction to something. Newkirk (2021) says:

My worry is that we have been asked to buy a lie—
or rather a series of them. That analytic writing is
somehow a higher form of thinking than story; that
the major function of school writing is to explicate
literature; that creativity is for the talented few ... that
rigor, not pleasure, is what we should be aiming at. If
we accept those lies, we lose our birthright as English
teachers. (p. 140)

Students need to be moved to argue for or about something
after they have developed a desire to join the conversation
because of lived experiences, a heightened sense of self,
and the evolution of their own passions. This can arise
through exploring creative forms of writing and expression.

It is time to shift the way we look at our roles as English
teachers. We hold in our hands very delicate hearts and
minds, and what we say and do in our writing classrooms
can condemn and shame or exalt and nurture. As writers
and readers ourselves, we must stand by what we know
works, carve out time to read and write daily, and celebrate
the work we do with our students and one another. Only
then will our students write with any sense of agency.
They bring so many gifts of language, culture, ideas, and
perceptions to the classroom. Our charge is to harness these
gifts and help our students find their voices in a greater
discourse community. Perhaps the greatest gift they bring
are their stories—there is nothing more rewarding in a
shared, linguistic space.

Think Constantly

Reading and writing are recursive literacy practices that
stimulate the generative theory of language in thinking
(Newkirk, 2009). By making their thinking visible to
students, teachers can take the mystery out of reading and
writing. Another valuable goal is to make time to confer
and talk to students, invite students into the discourse
community, and provide a safe space for them to share
their ideas with a partner or in a whole class discussion.
Engaging students in critical thinking leads to ownership,
autonomy, and independence. Seasoned educators know
that decision making, reflection, revision, and self-critique
make internal conversations external.

We need to encourage today’s students to look for ways
of knowing beneath the surface and beneath the rhetorical
action and situation. Educators must consider how their
instruction may affect minoritized and marginalized
students. They must continue to dare to dream, develop,

and pursue ethical ideas even in the face of overwhelming
political difficulties and technological advances. Jacobs
(2020) calls this defilement and says that it is made up of
the ideas of information overload and social acceleration—
the perception that the world is changing too quickly. To
combat this, he suggests “informational triage” (p. 12),
where we pause and attempt to unpack what is real and
what is not, what is relevant and what is not, and where we
direct our attention to have an authentic and meaningful
interpretation of our experiences.

Yasmin (2022) offers a resource that can also help students
unpack misinformation, conspiracy theories, satire,
half-truths, and myths. This unpacking helps students
understand how social media algorithms work and how
journalists make decisions on what makes something
newsworthy. Teaching visual rhetoric, media literacy, and
digital and multimodal literacies is essential to developing
critical thinking skills and societal awareness in the digital
age. I remind my students that everything is text (Derrida,
1985); this truth is another layer of what it means to teach
in today’s language arts classroom.

Perhaps the biggest echo reverberating in classrooms
is the changing sounds of literacy that come in the form
of artificial intelligence (AI). The use of Al poses a real
ethical challenge, among many other things. It is a tool,
and the tool is only as good as the user. Interestingly, it
is just a myriad of symmetrical codes that hold dominant
narratives and preferred meanings. There is no authentic
voice in Al—no imagination, empathy, or accountability.

My take on Al is to trust your voice and nurture the voices
of your students. My worry is that Al will take away
their voices. As teachers in the digital age, we need to
ask ourselves where ways of thinking come from. I am
encouraging my preservice teachers to create assignments
that lead students through creating thinking processes and
are tied directly to their curriculum and instruction. By
having students do their prewriting, composing, revising,
and peer reviews in class, we can support the cognitive
growth connected to the writing process and be present in
a way that leaves Al in the background, perhaps to be used
only as a tool to spur thinking. Although, I am still hesitant
to use it to explore ideas because I think this exploration
provides some of the best thinking our students do.

When students are free to come up with ideas and see
where their thoughts take them, I am reminded of Adrienne
Rich’s (1995) wisdom: “Responsibility to yourself means
refusing to let others do your thinking, talking, and naming
for you; it means learning to respect and use your own
brains and instincts; hence, grappling with hard work™ (p.
157). Our primary concern as English teachers should be
encouraging our students to trust in their own voices and
creative minds, rather than those of a machine, solidifying
thinking and processing as a dominant sound of future
classrooms.
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Create Freely

With so much focus on standardized testing and often
constrictive ELA standards, there is still room for
creativity through poetry. Some English teachers are afraid
to teach poetry, and their anxiety can be contagious. Being
afraid to be wrong in poetic writing and interpretation
is the worst approach. Instead, teach kids to play with
words and genres (Romano, 2000). Form makes meaning
possible, but moving beyond the literal language can be
empowering.

Tapping into multilingual student experiences offers the
opportunity to celebrate poetry through translanguaging,
which is the ability to move fluidly between languages. In
translanguaging, students can think in multiple languages
simultaneously and use their home language as a vehicle to
learn academic English (Najarro, 2023). Literacy educator
and author Nawal Qarooni states that “with this method,
two things can be true at once, get in between them. Use
a contrapuntal form of writing poetry—intertwining two
languages and personas to become one. Multilingual
writers use paired poetry to find themselves.” (Reif, 2022,
11:15).

Poetry is just one way of seeking joy. According to
Muhammad (2023), daily joy-practices light up our
classrooms. She encourages teachers to celebrate
happiness, wellness, beauty, healing, and justice for oneself
and others. She wants educators to teach from cultural and
historical realities to cultivate identity, skills, and intellect
for all students. This can give students a powerful desire to
join the conversation of the larger discourse of their varied
communities.

I believe that everyone has gifts to contribute to our
learning community (Freire, 2020), and it is my desire to
provide my students with a safe space to celebrate those
gifts. In my classroom setting, I work to create a space of
dialogic co-inquiry. I am aware that there are many layers
of culture, ethnicity, and experience that do not fit neatly
into a definition, so I attempt to focus on non canonical
perspectives and multiple lenses. Having students read and
write poetry with this lens is one way to accomplish this
aim.

When I participated in the Sam Houston Writing Project,
I remember feeling a profound sense of awareness of my
students as creators. I entered the experience as a teacher
of writing, yet after a month of writing daily, sharing my
writing with others, and creating a class book together, 1
emerged as a writer. My experience as a participant allowed
me to understand the process a writer goes through, which
enabled me to see my students as real writers.

This realization was life changing for me. It altered the
way | taught and assessed writing. It also shifted the
way | created formative and summative assessments and
convinced me that I needed to engage my students in

more acts of creating. From then on, I approached my
curriculum with an invitation to create in conjunction with
the reading of literature. As I reimagined my course design,
I incorporated more opportunities for creative processes
in assignments such as multi-genre papers, blackout
poetry, one-pagers, silent conversations, mind maps, and
commonplace books, where students record ideas, quotes,
observations, and connections to their readings.

Rich (1993) admonishes us that we “must write, and read,
as if your life depended on it” (p. 52). Former English
teacher and teacher educator William Broz (2011) taught
To Kill a Mockingbird to his English education students
because he knew most of them never read it when it was
assigned in high school. To his dismay, he noted that most
of his students, future English teachers, also did not read
it the second time around. He warned us: “If students do
not read the assigned texts, nothing important is happening
in your literature classroom” (p. 15). Not reading is seen
as an epidemic in many English classrooms across the
country. As English teachers of shared linguistic spaces
that nurture the many sounds of a literate life, we should
be teaching the recursive practices of reading and writing
every day for something bigger than ourselves—our
future. As such, students need to read in order to be fully
present in our classes. They need to read to combat the
laziness and complacency of a scrolling culture. Today’s
English classroom is a place where students read, write,
think, and create as an engaged community of learners.

Seek Authenticity

Authentic engagement in the English class is, and always
has been, about living the best kind of human life—a good
life. Plato taught that the unexamined life is not worth
living. Living a good life means being aware. Aristotle
espoused this idea of the good life in his view that the mark
of an educated mind is sufficient knowledge in many fields
of inquiry in a pluralistic society (Daude, 2023).

As teachers, we need to encourage students to not just write
for a grade or to fulfill the confines of an assignment, but
to enter a conversation in a more eclectic, shared linguistic
space. Students need to have an authentic audience for their
writing, and they need to see a purpose for their study of
literature and diverse texts. I encourage my future teachers
to anticipate the needs of everyone who our students will
touch and impact in the future and, in doing so, teach to
those needs. Jacobs (2020) likens literacy practices like
reading the classics to breaking bread with the dead.
He warns us that the writers are not guests at our table;
rather, we are guests at theirs. This metaphor of a shared
discourse around a table as a linguistic space is fitting for
today’s English classroom where the focus should be on
becoming better people, creating stronger habits of mind,
and working for the greater good by building literate lives
among the ever-evolving dining room conversation.
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Jennifer Younge, EdD, is a 21-year Texas educator who
began her teaching career in Oklahoma where she was
raised. After raising her children, she returned to the
classroom in 2005, knowing it was calling her home. She
was a teacher and department chair in Crosby ISD for 11
years, and she has spent the last 7 years in the role of
instructional coach for social studies and English at Porter
High School in New Caney, Texas. She returned to the
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Doctorate in Education in curriculum and instruction with a
focus on emergent bilingual students’ language acquisition
and academic achievement. She can be reached at
jyounge@newcaneyisd.org.

Abstract: This review explores the multifaceted challenges
and strategies related to the education of emergent
bilingual (EB) students in the U.S. education system. It
highlights three primary themes: program approaches,
instructional needs, and the importance of school-home
connections. The first theme evaluates various educational
programs for EB students, such as dual language and
immersion models, and their effectiveness in balancing
English proficiency with native language retention. It also
discusses the limitations of standardized testing and federal
guidelines like Every Student Succeeds Act (ESSA),
which primarily emphasize English proficiency without
adequately addressing bilingual education. The second
theme focuses on instructional practices, emphasizing the
benefits of systematic vocabulary instruction, multimodal
teaching strategies, and the integration of students’ native
languages in academic content. Research suggests that

REVIEW OF THE
LITERATURE RELATED
TO EMERGENT
BiLINGUAL LANGUAGE
PROFICIENCY AND
ACADEMIC ACHIEVEMENT

combining vocabulary learning with cultural and linguistic
context enhances both language acquisition and academic
success. The final theme addresses the critical role of
establishing strong school-home connections and culturally
responsive pedagogy to foster trust and inclusion. It argues
that understanding and incorporating students’ cultural
backgrounds can enrich the learning environment and
improve educational outcomes. However, the sustainability
of these approaches remains a challenge, particularly as the
population of EB students continues to grow.

Keywords: emergent bilinguals, instructional strategies,
bilingual education, standardized testing, cultural
responsiveness

1l students must master the curriculum required
Ato succeed academically, but emergent bilingual

students (EBs), also known as English language
learners (ELLs), must simultaneously become English
language proficient. The cognitive load created by the
addition of learning English has been approached in several
different ways. First, Bailey and Carroll (2015), Barrow
and Markman-Pithers (2016), Hopkins et al. (2015), and
Sireci (2020) focused on how districts and states can best
serve EB students through programs like dual language
versus immersion and how state standardized test data
has been used. The second theme to emerge identifies
knowledge, skills, and teaching practices that teachers
could use to better integrate English language acquisition
into the classroom while also making students’ native
language and culture an added strength (Alamri & Rogers,
2018; Brandes & McMaster, 2017; de Araujo et al., 2018;
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Goldenberg, 2020; Grapin, 2019; Haas et al.,, 2021,
Hoover et al., 2020; Lee & Mak, 2018; Lopas et al., 2021;
Stoffelsma & Spooren, 2018; Zhang et al., 2017). Finally,
the last theme identified the lack of a strong school-to-home
connection that prevents parents from trusting the school
and teachers and thus investing in their students’ education
in collaborative ways (Cardenas-Hagan, 2018; Hilaski,
2018; Kazanjian & Choi, 2016; Kibler & Chapman, 2018;
Lockhart, 2020; Santiago et al., 2016).

The literature reviewed here was first read as a part of
a doctoral action research project. The original action
research sought to identify specific allowable supports to
support EB students as they demonstrated their learning on
state standardized tests. This is a reflection on the literature
that informed that study with a shift in perspective from
gaining insight for application during standardized testing
to one of gaining a more comprehensive view of EB
instructional struggles and strategies.

The following questions guided this literature review:

*  When considering programs, dual language versus
English as a second language immersion to support
EB students’ language acquisition and academic
achievement, what factors should districts consider?

»  What knowledge and skills should teachers develop to
best support their EB students’ language acquisition
and academic achievement?

» To what extent does the relationship between the home
and the school influence student language acquisition
and academic achievement?

Library Search Process

Peer-reviewed journal articles from 2016 to the present
were found using the online university library. The
first terms used were: (a) home-school relationship, (b)
accommodations for English learners, (c) modifications
for English learners, (d) standardized testing, and (e)
curriculum narrowing. As articles were found and
analyzed, search terms shifted to include (a) mindset,
(b) growth mindset, (c) deficit thinking, (e) feedback, (f)
metacognitive thinking, (g) self-regulation, (h) social
cognitive thinking, (1) second language acquisition, and
(j) second language proficiency. As journal articles were
then analyzed, related cited sources were found in the
university online library and analyzed. The University’s
online library was also used when useful sources over
7 years old were cited in other peer-reviewed articles.
Articles that cited theories or sources identified as helpful
were also analyzed. Databases used were Education
Databases, Education Research Complete, ERIC, EBSCO,
Google Scholar, and ProQuest Central.

To review the literature from this new perspective, I
grouped the studies according to indicators of successful EB

learning. My goal was to discover successful approaches
to providing instruction to EB students that resulted in both
academic success and language acquisition. Reviewing
the literature from this new perspective, three themes
appeared. First, Bailey and Carroll (2015), Barrow and
Markman-Pithers (2016), Hopkins et al. (2015), and Sireci
(2020) focused on how districts and states can best serve
EB students through programs like dual language versus
English as a Second Language (ESL) immersion and how
state standardized test data has been used. The second
theme identified knowledge, skills, and teaching practices
teachers could use to better integrate English language
acquisition into the classroom while also making students
native language and culture an added strength (Alamri &
Rogers, 2018; Brandes & McMaster, 2017; de Araujo et al.,
2018; Goldenberg, 2020; Grapin, 2019; Haas et al., 2021;
Hoover et al., 2019; Lee & Mak, 2018; Lopas et al., 2021;
Stoffelsma & Spooren, 2018; Zhang et al., 2017). Finally,
the last theme identified the lack of a strong school-to-home
connection that prevents parents from trusting the school
and teachers and thus investing in their students’ education
in collaborative ways (Cardenas-Hagan, 2018; Hilaski,
2018; Kibler & Chapman, 2018; Kazanjian & Choi, 2016;
Lockhart, 2020; Santiago et al., 2016).

Assessments and Programs for English Language
Learners at the State and District Level

In the United States, there are many goals established
for EB students, but no official language policy beyond
assessments (Bailey & Carroll, 2015). This leaves many
districts and schools making educational decisions based
solely on increasingly important state standardized tests
(Bailey & Carroll, 2015; Sireci, 2020). Based on these
assessments, states must design programs (dual language,
ESL language immersion, and/or student tracking) to
address the language acquisition challenges faced by EB
students (Barrow & Markman-Pithers, 2016; Hopkins et
al., 2015). Studies by Bailey and Carroll (2015) and Sireci
(2020) suggest that focusing only on English proficiencies
is detrimental to the students’ first language. Barrow and
Markman-Pithers (2016) advocate for a dual language
program emphasizing the advantages that being bilingual
can bring through greater economic and social opportunities
and greater executive functioning and cognitive flexibility.
This method, however, may not be feasible at the secondary
level where teachers would need to be experts in their subject
and in a second or more languages in order for students to
achieve academically and acquire language proficiency in
two languages. Furthermore, the most federal guidelines
and standardized tests established by No Child Left
Behind (NCLB) and Every Student Succeeds Act (ESSA)
emphasize standardization and English proficiency as a
measurement of school quality (Migrant Policy Institute,
2024). With such focused guidelines, many schools and
districts may opt for dual language for elementary and then
switch to ESL immersion for secondary.
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Barrow and Markman-Pithers (2016) addressed the
controversy around students’ need to use their native
language as a tool for learning content and for becoming
bilingual versus the need to make sure EB students
become proficient in English as soon as possible. Barrow
and Markman-Pithers explained that bilingual education is
an additive model that adds English instruction to native
language instruction, while English immersion programs
are subtractive models focused on transitioning EB
students to English as soon as possible without including
instruction in students’ native language. When districts
and teachers are looking for guidance, ESSA is most
concerned with students becoming English proficient
by defining English learners, requiring local agencies to
adopt language proficiency standards, and demonstrating
success in increasing English language proficiency and
student academic achievement. In contrast, ESSA does
not mention helping students become bilingual or learn
their native language (Barrow & Markman-Pithers, 2016).
Fortunately, while English proficiency is the primary focus
of ESSA and programs designed to support EB language
acquisition must be evidence-based, the program does not
have to be designed to make students fluent in English
only. Thus, local districts can decide between bilingual
education or English immersion for their students (Barrow
& Markman-Pithers, 2016).

Another difference between program options is the
duration of time students are expected to take to transition
to English-only classes. Early exit programs expect
students to be proficient enough to transition in 2 or 3
years, and late-exit programs usually don’t expect English
proficiency until the 5th or 6th (Barrow & Markman-
Pithers, 2016). The length of time before students are
expected to exit English language programs is particularly
important as skills in subject areas other than English
become more challenging (Hopkins et al., 2015). While
Barrow and Markman-Pithers (2016) found that at the early
elementary level, students randomly assigned to English-
only programs or bilingual programs performed similarly
on English proficiency assessments, language proficiency
was important in closing the math achievement gap by the
eighth grade. In earlier grades, students can successfully
advance mathematically using basic interpersonal
communication skills (BICS), but as students advance
through math courses, the academic language needed to

On campuses where the ESL
teacher is the expert and is
considered a language arts
teacher, supports for other
courses can be lacking.
=99

succeed becomes increasingly more difficult, requiring
more cognitive academic language proficiency (CALP)
(Cummins, 2000).

Hopkins et al. (2015) found that teacher preparation
programs and professional development opportunities
for learning about EB instruction varied significantly
by subject and grade level and that these differences
reflected the districts’ EB instructional program. At the
secondary level, ESL programs are marginalized within
the curricula, creating a sense of isolation at the societal
level (Hopkins et al., 2015). EB students’ needs at the
secondary level are treated as separate from the core and
the continuous pull out of students or push in of aides
creates a fragmented class period, making it difficult for
the lessons to flow and for students to gain the curricular
knowledge they need. This is even more evident when
ESL teachers are considered language arts teachers
and ESL classes are considered the language arts class
for EB students. On campuses where the ESL teacher
is the expert and is considered a language arts teacher,
supports for other courses can be lacking. Hopkins et
al. found that most general education teachers were the
sole language support for their EB students and were not
adequately prepared. General education was lacking in
knowledge of language development and how to teach
students the academic language needed for their classes,
in understanding of families and communities to include
them in their students’ learning, and in additive language
strategies that increase student engagement, inclusion,
and achievement. The increasing numbers of EB
students in classrooms create an urgent need for teacher
preparatory programs at the university and alternate
certification levels to do more to prepare teachers for
addressing both the academic and language needs of EB
students. This instruction also needs to be offered and
even required by districts to help teachers and students
achieve their language and academic goals.

Instructional Needs of English Language Learners

Regardless of whether the focus of ESL instruction is to
create multilingual students or English-proficient students,
EB students need supports and differentiated instruction
to allow for assessment of either curriculum or language
proficiency, but not both at the same time (de Araujo et al.,
2018; Hoover et al., 2020; Lee & Mak, 2018; Stoffelsma
& Spooren, 2018). An essential element in a successful
ESL program is its sustainability (Hoover et al., 2020). For
a program to be sustainable, Hoover et al. (2020) found
that programs must have sustainability goals built into the
development, those goals must be revisited periodically
during implementation and must be customized and
continually adjusted to the needs of the specific school.
For sustainability, ESL and multitiered system of supports
(MTSS) must be adjusted to accommodate students and
their needs while also taking into account the school’s
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context, leadership, culture, external factors, and change
effort (Hoover et al., 2020).

Much attention has been given to studying how to
sustainably teach vocabulary to EB students (Alamri
& Rogers, 2018; Brandes & McMaster, 2017; Zhang
et al., 2017). First, it is important to understand that the
motivation and thought processes for learning a second
language as a language learner are different from learning
a foreign language (Zhang et al., 2017). The necessity of
communicating to navigate the world, as is the situation
for EB students, creates a level of motivation that is not
present in many students learning a foreign language
for school credit. When learning a second language,
language learning strategies do have a positive impact
on all language learners; however, students who are not
motivated to learn the second language are unlikely to
integrate the strategies into their learning practices making
motivation, metacognition, and cognition important
strategies to learning language (Zhang et al., 2017). It is
students’ metacognition and cognition that move learning
strategies into learning practice and are activated during
intrinsic motivation, so while extrinsic motivators may
improve second language vocabulary scores in the short
term, intrinsic motivation will inspire students to use
learning strategies that move vocabulary to long-term
memory (Zhang et al., 2017).

When teaching vocabulary to EB students, two strategies
stand out. The first strategy reflects many of the practices
endorsed as a part of the Science of Teaching Reading,
including the systematic teaching of morphology to analyze
word structures (Brandes & McMaster, 2017). Brandes and
McMaster (2017) emphasized the reciprocal relationship
between reading comprehension and vocabulary
knowledge, noting that the more words a student knows,
the greater their reading comprehension, which leads to
opportunities for learning more words. Morphological
knowledge allows students to use their native language
knowledge to detect similarities and differences between
languages as well as use this knowledge to infer the
meaning of new content and academic language (Brandes
& McMaster, 2017). As an EB student’s vocabulary
increases and they begin to note the cognates between their
native language and English at the morphological level,
their vocabulary growth will increase. It is particularly
important for secondary EB students who are in complex
math and science courses to quickly expand their language
knowledge to learn the course curriculum (Alamri &
Rogers, 2018; Brandes & McMaster, 2017; & Grapin,
2018). Students in these courses may have the academic
ability to do the complex math and science courses, but
they may not have the language skills to increase their
knowledge or express and prove their understanding.
Instruction in morphological analysis has been shown to
be transferred across words and courses to improve EB
students’ vocabulary and language acquisition (Brandes &

McMaster, 2017). This transfer then benefits students in
other academic courses and social situations.

Another strategy to address vocabulary acquisition is
using multimodality. Alamri and Rogers (2018) and
Grapin (2018) explored the positive impact visuals have
on EB students’ vocabulary and language acquisition. ESL
instruction has long endorsed the use of multimodality in
the form of visuals and realia to teach second-language
vocabulary, but new content standards now also encourage
teachers to use multimodality when teaching curriculum
(Grapin, 2018). Alamri and Rogers (2018) found that
when vocabulary is pre-taught using visuals and examples
before definition and reading that a noticing or conscious
awareness of the vocabulary occurred during the reading
of a text and that this noticing increased the students’
likelihood of retaining an understanding of the word on a
delayed posttest. Grapin (2018) goes further with the idea
of'using multimodality for language acquisition and argues
that the way ESL instruction has long viewed nonlinguistic
modes of instruction as aids or scaffolds to be removed
only enforces the importance language learning and
diminishes the importance of content learning. With the
addition of multimodality as an essential instructional
element of new content standards, Grapin identified
multimodal instructional strategies as essential tools for
learning. Grapin explained that each mode of learning
(language, visual, exemplar, computer, video, etc.) will
have strengths and weaknesses and that a skilled teacher
will design instruction that takes advantage of each mode’s
strengths to fill the gaps of another mode’s weaknesses
resulting in greater understanding of curricular concepts.

Beyond expanding the English vocabulary of EB students,
EB students benefit in their core curriculum courses
from strong systematic literacy instruction (de Araujo et
al., 2018; Haas et al., 2021; Lee & Mak, 2018; Lopas et
al., 2021; Stoffelsma & Spooren, 2019). de Araujo et al.
(2018) analyzed 75 peer-reviewed studies from 2000 to
2015 and found that the more complex the math concepts,
the more complex the language and the greater the need for
supports and literacy strategies for students to comprehend
the strategy. Bailey and Carroll (2015) found that when EB
students are allowed to use their native language as well as
English in processing and demonstrating mastery student
success in the curriculum increases, English proficiency
increases, and the data is more reliable because it separates
the evaluation of the course work from the language
acquisition. Haas et al. (2021) emphasized the importance
of multiple meaning-making resources beyond just
language for EB students to communicate their mastery of
curriculum concepts.

For assessment, it is important to keep curriculum mastery
and language acquisition separate for validity. Evaluating
language acquisition and academic achievement separately
when analyzing data helps inform instructional decisions
going forward. It is important to know whether a student’s
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scores are because they did not know the content or whether
they were unable to share their knowledge because of
their lack of language acquisition. Lopas et al. (2021) and
Goldenberg (2020) recognized the importance of language
literacy in the learning and processing of academic
content. Lopas et al. further explained how scaffolding like
collaborative writing, collaborative peer discussions before
writing, writing models, and sentence stems can all be used
to help EB students make connections between the English
input from the teacher to their native language processing
and then to their English written output. Goldenberg, on
the other hand, emphasized the importance of not skipping
steps and following a plan for the systematic instruction
of English. EB students will not receive adequate English
language development opportunities simply through their
interactions with peers and teachers during classroom
activities. It is this balance between using language to
learn and learning language that makes the teaching and
assessment of academic mastery and language proficiency
a challenge for teachers, schools, and districts (Bailey &
Carroll, 2015; Sireci, 2020). Fortunately, in the English
classroom, finding opportunities for students to practice
English listening, speaking, reading, and writing as they
learn the curriculum is advantageous to student success
in both academic achievement and language acquisition.
Viewing all students as language learners who need the
repeated practice of using language benefits all.

Trust and Inclusion of the Home Culture and
Learning

Contributing to the challenges faced by emergent
bilingual students working to acquire English language
proficiency is a cultural mismatch between school and
home environments (Cardenas-Hagan, 2018; Hilaski,
2018; Kibler & Chapman, 2018; Kazanjian & Choi, 2016;
Lockhart, 2020; Santiago et al., 2016). Hilaski (2018) and
Kibler and Chapman (2018) both address this culture shock
experienced by many emergent bilingual students as they
enter the monolinguistic curriculum through texts that are
more relevant and reflective of the culture and experiences
of their EB students. Kibler and Chapman emphasized that
culturally responsive pedagogy should not only work to fit
the students’ culture into the culture of the school but also
use the students’ culture to enrich the learning and school
environment. Hilaski further explains that when students
do not have experiences that reflect the books being read or
the culture being discussed they will not have the schema
necessary to comprehend and make meaning from the text
and learning experiences. Both Hilaski and Kibler and
Chapman emphasized that EB students need a combination
of front-loading cultural experiences like vocabulary and
connection-building before reading and working with
concepts that do not match their first language and culture.
Additionally, texts and experiences build on their first
language and culture. By providing both experiences, all
students, EB and students in the cultural majority, will

grow in both language and cultural understanding (Hilaski,
2018; Kibler & Chapman, 2018). Cardenas-Hagan (2018)
addressed the myth that EB students could get confused
by references to their native language emphasizing that
an additive approach should use the native language as a
foundation for second language and literacy development.

Kazanjian and Choi (2016), Lockhart (2020) and Santiago
et al. (2016) identified a lack of trust between students’
homes and school as a key challenge faced by emergent
bilinguals. When parents do not trust their students’
teachers to build relationships with their children and to
see their children as individuals capable of learning, they
will not invest in the school and learning experiences of
their students (Santiago et al., 2016). Lockhart (2020),
explained that a strong home-school connection can
help teachers identify and serve culturally diverse
students in ways that honor the individual’s experience.
Lockhart recognized that culture is more than race and
language, but also included giftedness, special education
needs, and socioeconomic status. All students can be
any combination of descriptors, and teachers need to
recognize each student’s personal needs as individuals if
parents are to trust them and invest their time in those
classes (Kazanjian & Choi, 2016; Santiago et al., 2016).
When schools and parents are able to have a shared
vision, students experience less conflict and confusion
about priorities and are more likely to be invested in
their own learning and be successful (Lockhart, 2020;
Santiago et al., 2016).

Critique and Synthesis

Each of the above studies recognizes the struggles faced
by emergent bilingual students in acquiring the English
language at a level adequate to navigate school social
settings and academic challenges; however, they approach
the challenge from several different perspectives and levels
of involvement. The first theme looks at the challenges from
a state and district level focusing on standardized testing and
accepted programs for teaching emergent bilingual students
English (Bailey & Carroll, 2015; Barrow & Markman-
Pithers, 2016; Hopkins et al., 2015; Sireci, 2020). Barrow
and Markman-Pithers (2016) identify key differences in
dual language versus immersion programs and even offer
support for dual language as being a stronger program for
building English language proficiency as well as proficiency
in students’ native languages, but they do not address how
this could work at a secondary level where schools would
need teachers who were multilingual and certified in specific
subjects. Bailey and Carroll (2015) and Sireci (2020) also
address the need for assessments that separate language
proficiency from curriculum achievement by adding
accommodations that may or may not connect with students
and assist them in meaning-making.

The second theme offers the most promise for integrating
language acquisition and increasing academic achievement.
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Alamri and Rogers (2018), Brandes and McMaster (2017),
and Zhang et al. (2017) identified the power of systematic
vocabulary learning to support curricular learning, and
Lopas etal. (2021) and Goldenberg (2020) emphasized the
importance of reading and writing to support learning in
both English and the student’s native language. Lee and
Mak (2018) elaborated on the reading and writing for
language acquisition to include metacognition and self-
regulation to increase motivation and learning awareness.
Finally, de Araujo et al. (2018), Grapin (2018), Haas et al.
(2021), and Stoffelsma and Spooren (2019) investigated
the effectiveness of multimodal instruction on EB
achievement. All of these strategies have been shown to
be effective, but there is research to help identify where
teachers and schools should start.

The last theme is concerned with the school-to-home
connection and the importance of understanding and
including students’ home cultures and learning experiences
into the school as a cultural benefit to the school’s
climate (Cardenas-Hagan, 2018; Hilaski, 2018; Kibler
& Chapman, 2018; Kazanjian & Choi, 2016; Lockhart
& Mun, 2020; Santiago et al., 2016). Cardenas-Hagan
(2018), Hilaski (2020), and Kibler and Chapman (2018)
build on the reading and writing instructional strategies of
Lopas et al. (2021) and Goldenberg (2020), but emphasize
the need to use texts and make connections that explore
and exemplify the cultures of EB students. Kazanjian and
Choi (2016), Lockhart and Mun (2020), and Santiago et
al. (2016) agree that it is important to integrate students’
native cultures into lessons and the school environment,
but they also identified a need for schools and teachers
to make personal connections to families to gain a true
understanding of who each student is without making
cultural assumptions.  Kibler and Chapman (2018)
recommended using instructional texts that include many
cultures, especially those of students, to build reading
comprehension skills through cultural connections EB
students may find with the texts. One weakness of the
strategies offered in these studies is the sustainability of the
programs. Teachers are already charged with providing EB
students with the supports and accommodations necessary
for them to achieve academically while also acquiring
English. They are also striving to ensure non-EB students
achieve academically in the same classroom. Building
relationships with all students is an important element of a
strong instructional plan, but as the number of EB students
grows, the ability of a school or teacher to personally get
to know each student’s family and culture and then be able
to create assignments and differentiation for each could
become overwhelming.

Conclusions

While this review is far from solving all the challenges
EB students and their teachers face, it does offer areas
for focus and growth. First, dual language and ESL

programs have their place and can be successful at aiding
EB students as they achieve academically and acquire
language. Second, it is challenging for teachers to balance
instruction that meets the rigorous academic content
needed to pass state standardized tests and that provides
scaffolded opportunities for EB students. Additionally,
teachers face time constraints for students to practice using
language that is so necessary for language acquisition.
Through systematic vocabulary and reading and writing in
both English and the student’s native language, rigorous,
language-rich instruction can be achieved. However,
teacher preparatory programs and districts must focus
on equipping current and future teachers with the skills
necessary to meet these requirements. And finally, an
accepting environment is essential for all students to
learn. Including the culture and unique perspectives of
EB students is not only an opportunity to build a positive
environment, but a chance to explore new cultures, new
literature, and new ideas. The growing EB population
will continue to challenge the education system, but with
those challenges come many opportunities for growth and
learning for all students and teachers.
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Abstract: Education continues to diversify with the
growth of schools and the influx of beginning teachers.
The increased presence of beginning teachers emphasizes
the need for teacher-mentoring. This systematic review
examined what research shows about training and
preparation of teacher-mentors in high school education,
revealing three themes: mentor services, mentor training,
and where to begin mentor training. Key findings state that
while significant amounts of research has been conducted
on the support mentor teachers provide to mentees, there
is limited research on how mentors are trained. Finally,
recommendations and implications for further research on
teacher-mentor training are provided.
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A CriTicAL ReviEw oN TEACHER-MENTOR
TRAINING IN HiGH ScHooL EbucATioN

Keywords: novice teachers, teacher mentoring, mentor
training, charter schools, systematic review

constant source of debate in education focuses
Aon “meeting needs and improving choice and the

implications for institutional collaboration” (Lumby
& Wilson, 2003, p. 536). To meet the needs of beginning
teachers (BTs), “the number of induction programs also
has grown considerably. The percentage of BTs who report
that they participated in some kind of induction program in
their Ist year of teaching has steadily increased in recent
decades” (Ingersoll, 2012, pp. 49-50). Since the 1980s,
school administrators have sought to improve the retention
of BTs by developing “mentoring” plans (separate
from induction programs) with experienced teachers
helping BTs traverse various demands (e.g., instruction,
assessment, and st year teaching support) of the school
year. Within this issue of retention, “teacher turnover” and
“attrition” are educational buzzwords calling attention
to the struggle of keeping BTs in the classroom instead
of losing them after just a few years (Carver-Thomas &
Darling-Hammond, 2017).

Beginning teachers start their careers with a variety of
personal and professional needs. If not met, nearly 40—
50% of these teachers will leave the profession within
the first 5 years (Ingersoll & Smith, 2003; Neason, 2014).
As researchers (Alemdag & Erdem, 2017; Mukeredzi &
Manwa, 2019) continue to focus on how mentors fulfill
the needs of mentees, it is clear some programs (Helfeldt
et al., 2015; Pogodzinski et al., 2013) are more successful
in supporting mentees than others.
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Complicating matters further is the rise in popularity of
state-sponsored charter schools across the United States.
Public charter high schools attract higher amounts of BTs
(Center on Reinventing Public Education, 2010) and often
cannot meet the salary demands of quality, experienced
teachers (Perennial Resources International, 2020).
Therefore, charter schools have additional pressure to
make sure teachers are prepared to perform at exceptional
levels. Mentoring is arguably more critical in the charter
school setting and imperative for BTs to reach proficiency
in a shorter amount of time than what would be expected
in traditional public schools.

Given these realities, this systematic review was guided
by the following research question: What does research,
published from 2010 to 2020, tell us about the training of
teacher-mentors in public charter schools? To clarify, not
all state-sponsored public charter schools operate in the
same way; therefore, we conceptualized “state-sponsored
public charter” as an independently autonomous public
school that receives state funding, potentially less funding
than a traditional public school (Mulholland, 1996).

Rationale for Review

Studies on BT induction programs originated in the 1980s
(Feiman-Nemser, 1983; Wildman et al., 1989). These
programs are especially critical in affecting a BT’s decision
to return to the classroom after the 1st year (Ingersoll &
Smith, 2004). Since their inception, induction programs
for the newest teachers in the profession have varied
considerably in their approaches and aims.

Wang and Odell (2002) conducted a review of literature
on induction programs and found most programs fell into
one of three perspectives: humanistic, situated apprentice,
and critical constructivist. They defined the humanistic
perspective as “psychological and emotional support”
for BTs (p. 493). The apprentice perspective focused on
how BTs “develop ... necessary practical knowledge
for teaching” from mentors (p. 496), and the critical
constructivist perspective emphasized teaching for social
justice in response to “dissatisfaction with existing teacher
knowledge” (p. 497).

As more studies (i.e., Bickmore, D. & Bickmore, 2010;
Hennissen et al., 2011) focused on the services offered to
BTs within their induction programs, minimal research was
published on how teacher-mentors were trained to offer and
provide such services. The dearth became so noticeable
that Wang et al. (2008) conducted a review and offered the
following four findings to drive further research:

* [BTs] have a variety of needs when they start teaching.
Meeting all these goals in an induction program
requires new ways of thinking about “the dispositions
and skills that mentors need to influence [BTs’]
learning and teaching” (p. 146).

»  Wide variations in preservice programs require deeper
research to determine “what preservice preparation
is useful for learning to teach in various induction
contexts” (p. 147).

e It is crucial to understand “components of teacher
induction will not be effective in supporting [BTs’]
learning without building their knowledge of effective
teaching based on national standards” (p. 147).

*  More research is needed on how mentor training
addresses the idea that “[BTs’] initial beliefs and
teaching practices play an important role in shaping,
impeding, or facilitating what and how they learn in
induction contexts” (p. 147).

Relative to this review, the above suggestions can
be framed in terms of mentor training, separate from
induction. Induction programs may include mentoring, but
they also include extra responsibilities such as conferences
with administrators and meetings with departmental
colleagues (Ingersoll, 2012). These experiences are not
interchangeable with receiving systematic, continuous
support from an experienced teacher. Consequently,
school administrators and teacher-mentors need to make
deliberate decisions about the structure of mentoring
programs to meet mentees’ significant amounts of both
personal and professional needs.

Method

The systematic literature review (e.g., Hannes et al., 2007;
Risko et al., 2008; Scott et al., 2018) approach was used
to evaluate and synthesize the findings associated with
the mentoring, specifically the training and preparation of
teacher-mentors. Thus, we applied a three-step process: (a)
searching and identifying articles, (b) multistep screening
using a priori inclusionary criteria, and (c) qualitatively
synthesizing the inclusionary studies (Guo et al., 2020;
Risko et al., 2008; Scott & Miller, 2016). While traditional
literature reviews provide researchers with an overall view,
a systematic review provides a more in-depth analysis of
the research (e.g., Hannes et al., 2007; Scott, 2013; Scott
et al., 2018; Scott & Miller, 2016) related to the research
topic.

Literature Search

Following the systematic approach, searches employed
three electronic databases: ERIC (Education Resources
Information Center), Education Full Text, and Professional
Development Collection. Searches were performed with
the following terms: mentoring programs, new teachers,
BTs, novice teachers, teacher burnout, high school,
teacher mentoring, training, teacher retention, and charter
schools.
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Inclusionary Criteria

For this research, preference was given both to (a)
empirical, peer-reviewed articles published between
January 2010 to April 2020 and (b) research that focused
on a mentor-mentee relationship with explicit focus on
mentor training and mentor programs in public charter
high schools. We determined the search year range
by recognizing that 10 years provided a focused time
frame, with direct references and outcomes of current
research trends. Using the systematic parameters, 540
articles underwent a multistep screening. Initially, all 540
abstracts were screened applying inclusionary criteria:
(a) characterized as empirical research, (b) published in
a peer-reviewed journal, (c) published between 2010 and
2020, (d) conducted in charter high schools, (¢) examined
research on a mentor-mentee relationship, (f) addressed
mentor training; and (g) focused on mentors. After
completing the abstract-level screening, 27 articles were
identified and screened at the full-text level.

Additionally, to broaden the scope of the research and
inclusionary articles, an ancestral search was performed
that yielded 1,228 citations. An additional 81 abstracts
were screened at the abstract-level applying the criteria

Figure 1. Inclusionary Process
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from the initial data collection. At the abstract-level, three
articles met the inclusionary criteria. A total of 30 articles
were moved forward to full-text screening (see Figure 1
for inclusionary process). However, during the full-text
screening process, three articles were eliminated due to
lack of relevance not evident during the abstract-level
screening, leaving 27 articles for final review.

Analysis

Twenty-seven inclusionary studies were synthesized
using deductive and inductive coding (Strauss, 1987) in
order to ascertain commonalities existing across studies
(Hall, 2005). Deductive codes were developed based on
the recommendations of Wang et al. (2008), including:
mentors learning about BTs beliefs on education and
learning, mentors learning about how to focus on
instructional practices relative to national standards,
mentors learning about how to cultivate relationships
with mentees, and mentors learning instructional skills
required for BTs. Based on the rereadings of the 27
studies, the previous set of codes was deemed inadequate
for covering the nuances the data contained. Inductive
codes were developed to bolster the analysis (Strauss,
1987). For example, in studies where mentors did not
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Note. Adapted from Moher, D., Liberati, A.,
Tetzlaff, J., Altman, D. G., & The PRISMA Group
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systematic reviews and meta-analyses: The
PRISMA statement. PLoS Medicine 6(7), 1-6.
https://doi.org/10.1371/journal.pmed.1000097
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receive explicit training but still provided services to
mentees, a series of codes were developed to categorize
specific services (e.g., classroom management/day-to-
day basics such as “survival skills,” collaboration with
colleagues, and cultural competence). Subsequently,
codes were developed to capture how often mentor-
mentee dynamics were one-sided versus how often they
were give-and-take (see Table 1).

Notably, some studies depicting no explicit mentor training
were still included in this review primarily to demonstrate
a substantial lack of research devoted solely to how
mentors are trained. These studies were deemed relevant
because they captured the broad scope of what mentors
do. Although very few articles addressed the direct focus
of the research question pertaining to mentoring programs
in charter schools, this study is of value and provides a
foundation for this research.

Table 1. Characteristics of Identified Studies

Results

After the systematic retrieval, screening, and coding
processes were completed, the 27 studies were analyzed
for various descriptive characteristics and synthesized into
emergent themes to determine the trends of the research
on teacher-mentor preparation from 2010 to 2020. This is
a crucial step to the systematic literature review process,
which involves a qualitative classification of the common
themes pertaining to the research foci (Scott & Miller,
2016).

Descriptive Characteristics

Although the setting focus was education, characteristics
of the 27 studies differed. Therefore, we evaluated how
each study described its participants and setting, mentoring
practices and training, and research methodology.

% n

Any mention of explicit evidence of systematic mentor training 37 10
Recruitment of mentors 22 6
Mentor viewed strictly as resources dispensing knowledge to beginning teachers 81 22
Mentor viewed as learner during induction process 22 6
Services offered by mentors and induction programs

Reflecting on beginning teacher beliefs related to education and learning 33 9

Reflecting on beginning teacher beliefs related to mentoring 56 15

Basic professional duties (classroom management, school policies, etc.) 63 17

Research-based discussion on effective teaching practices 74 20

Formal opportunities to build positive school climate 41 11

Skills on fostering professional relationships with students 33 9

Consistent give and take exchanges between mentor-mentee 63 17

One-sided exchanges between mentor-mentee 19 5

Cultural competence training 19 5
Mentor preparation needs

Mentors learning about beginning teacher beliefs on education and 7 2

learning

Mentors learning about how to focus on instructional practices relative to 4 1

national standards

Mentors learning about how to cultivate relationships with mentees 22 6

Mentors learning instructional skills required for beginning teachers 11 3

Mentors reflecting on beliefs about mentoring 19 5
Studies that indicate possible places to begin mentor training 26 7
Studies that took place in a state-sponsored public charter high school 0 0
Studies that took place in any charter school (high or middle) 0 0

Note. Twenty-seven total articles.
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Participants and Setting

The majority of the studies (n = 21, 78%) centered on
BTs in their first 3 years of teaching. Five studies (19%)
focused on student teachers in university preparation
programs. The mentees in 24 studies (88%) taught in
a high school setting. One study (i.e., Bickmore, D. &
Bickmore, 2010) was an exception and depicted research
conducted exclusively in a middle school setting.
Although this review seeks to understand what research
tells us about high school teacher mentoring practices, we
felt it was necessary to include because of its secondary
setting, its specific focus on mentoring practices, and its
challenge of conventional setups of mentoring programs.
Only six studies (22%) showed any elements of mentor
recruiting. Finally, it is important to note that during the
larger database search, no studies were found that focused
on mentoring programs in state-sponsored public charter
schools or any charter school regardless of setting.

Mentoring Practices and Training

10 studies (37%) made at least one specific mention of
mentors being trained for their position. However, only
three (11%) of the studies actually specified which skills
were covered in training sessions. The program emphases
might indicate the types of training, wherein the researched
programs in 17 studies (63%) offered instructional tools
and strategies and in 18 studies (67%) focused on helping
mentors meet personal needs of their mentees.

Research Methods

Of the 27 studies, the majority (n = 24; 89%) were
qualitative studies derived from a variety of data sources
(e.g., observations, interviews). The remaining three
studies (11%) employed mixed methods (e.g., surveys,
observations, interviews).

Synthesis of Studies

To answer our research question (What does research,
published from 2010 to 2020, tell us about the training of
teacher-mentors in public charter schools?), deductive and
inductive coding revealed (Strauss, 1987) the following
emergent themes: mentor services, mentor training, and
indications where further research on mentor training
is needed.

The first theme, mentor services, applied to 10 studies
(37%) that described the variety of services mentors
offered to mentees. The second theme, mentor training, was
represented by 10 studies (37%) that indicated any specific
mention of mentor training prior to induction. The third
theme, indications where further research on mentor training
is needed, was relevant to seven studies (26%). These studies
made no specific mention of mentor training yet indicated
suggestions for further mentor training research.

For this review’s synthesis, the order in which the themes
are discussed is important. The specific order demonstrates
the evolution of what the research reveals about the
progress of teacher-mentor training research. The bulk
of the research on mentoring largely converged on what
mentees need for professional success. With that idea
established, analysis could begin on how mentors were
trained to deliver those specific services.

Mentor Services

About one third of the studies (n = 10, 37%) focused
primarily on services that mentors provided to mentees.
However, these studies provided minimal detail on how
teacher-mentors were prepared. Instead, they strictly
explored what mentees received (e.g., support, services)
during mentoring partnerships. Knowing the progression
of mentoring practices can help inform schools on how
they should train their mentors.

Mentor-Mentee Relationships and Collegiality. Pegg
et al. (2010) conducted interviews with mentees to study
mentoring relationships and characteristics that supported
and challenged the relationships; additionally, they found
that summer workshops conducted by mentors were helpful
to mentees because the workshops focused on delivering
instructional skills and increasing familiarity with subject-
area content. Mentors conducted peer observations of
mentees’ classrooms during the school year and debriefed
with mentees; however, mentors were hired from outside
the school. While the impartiality of an outside observer
was a positive characteristic, the setup created a challenge
because matching mentees with mentors from the same
content area was not always possible; the program’s
logistics simply made it unfeasible.

Like Pegg et al., (2010), Huisman et al. (2010) also
conducted interviews with mentees, but interviews by
Huisman et al. concerned reflections on experiences of
urban teachers and found it critical for mentees to forge
meaningful relationships with experienced colleagues.
These relationships provided the highest levels of support
with one caveat: a few mentoring interactions were venting
sessions rather than discussions fostering instructional
growth. While these relationships provided emotional
support, they did not increase levels of effective teaching.
Many mentees, however, in the study were pleased enough
with their experience that they desired to become mentors
later in their careers. Additional mentoring benefits
included problem-solving practice, maintaining high
expectations for students and colleagues during the entire
school year and increasing awareness of the sociocultural
makeup of the school.

The aforementioned studies (Huisman et al., 2010; Pegg
et al., 2010) both examined typical 1:1 mentor-mentee
relationships. Bickmore, D. and Bickmore (2010) expanded
on this concept by broadening the scope of mentee
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interactions with additional faculty members who provided
various mentoring services. They helped to design a
“multifaceted” mentoring program at two different schools.
In addition to having 1:1 mentor-mentee relationships,
mentees were members of interdisciplinary teams of
teachers and administrators with varying experience. Team
members gave advice to mentees on instructional skills and
school policies. Bickmore, D. and Bickmore explored the
mentees’ experience in the program through interviews and
questionnaires. Results showed mentees felt positively about
their assigned mentors, interdisciplinary team members, and
administrators. Results suggested it was easier to meet the
needs of mentees when more faculty members collaborated
to shoulder the task of supporting their newest colleagues to
be effective faculty members.

While the Bickmore, D. and Bickmore (2010) study
represented a dramatic shift from traditional approaches
to research on mentoring, Hallam et al. (2012) similarly
added to the shift by focusing on perceptions and
beliefs about mentoring from the mentee perspective.
Hallam et al. analyzed two different mentoring models,
interviewed teachers about their mentoring beliefs, and
examined teacher retention data. Both models relied on
collaboration through Professional Learning Communities
(PLCs), which were reminiscent but not identical to
Bickmore, D. and Bickmore’s study. Notably, one district
included impartial district teaching coaches, defined as
non-administrative instructional leaders who offer non-
evaluative constructive feedback, whereas the other
district did not use coaches (Hallam et al., 2012). In both
models, mentees reported fostering a trusting relationship
with their mentor was the most important characteristic
of mentoring for them. Mentees also felt very strongly
about PLC support (Hallam et al., 2012). In cases where
district coaches were found to be ineffective, mentees
reported principals provided helpful amounts of support.
As the study progressed, mentees gravitated more to their
in-school mentors rather than their district coaches, likely
due to proximity and regular daily interactions. However,
the school using district coaches had a significantly higher
retention rate (64%) than the school that did not (42%).

Studies on the effects of climate collegiality within
schools continued to take place elsewhere. Pogodzinski
et al. (2013) conducted surveys on mentees’ perceptions
of collegial climates at schools. They found mentees
defined a collegial climate as one that matched their
professional needs, fostered trust between colleagues, and
contained a sense of shared responsibility for execution
of instructional duties across the faculty. The surveys
also addressed the likelihood of BT retention, and the
results showed that despite perceived positive elements,
mentees who reported experiencing such climates did
not exhibit a greater intent to return to their schools than
peers who lacked collegial climate experiences. Thus,
climate alone did not increase retention. Pogodzinski et

al. suggested formal mentoring may address shortfalls in
retention due to tailored mentee support. Pogodzinski et
al. also suggested mentors be closely aligned in content
and grade level with their mentees to derive the most
beneficial outcomes for retention.

Formally Mandated Mentor-Mentee Interactions.
Roff (2012) examined teacher perceptions of mentoring
programs through interviews with participants and
document analysis of induction resources. Most
participants felt their mentoring program was helpful
because of the perceived safety net mentors provided to
mentees. Overall, mentors and mentees felt highly positive
about their mentoring program but did not articulate other
reasons for those feelings.

Research on professional qualifications common to
effective mentors began to emerge shortly after Roff’s
(2012) study. Wasburn et al. (2012) identified 100
National Board Certified Teachers (NBCT) who served
as mentors to special education teachers and surveyed
them about services offered to mentees. Services included
the following: observations, varied feedback, sharing
of classroom management techniques, curriculum
implementation strategies, and emotional support. Wasburn
et al. found services were offered in nearly equal amounts
and approaches did not change during formal mentoring
settings (i.e., mandated meetings) and informal mentoring
settings (i.e., organic conversations). When not formally
mandated, classroom observations dropped in frequency;
therefore, Wasburn et al. advocated for more research on
the necessity of implementing additional formal mentoring
structures in schools and for more training for schools that
often relied on informal mentoring.

Mandated mentoring interactions may still have some
efficacy. Unlike earlier research by Bickmore, D. and
Bickmore (2010) that analyzed interdisciplinary teams,
Bickmore (2013) explored this concept in a study focusing
on collaboration and shared mentoring within the same
content area. In a 2013 study, Bickmore examined how
small groups of experienced English teachers mentored
groups of beginning English teachers. A series of summer
professional development (PD) sessions were followed by
sessions throughout the academic year. Reflective writing
served as the basis for discussions on a variety of topics,
including perceptions of mentoring and content area
instruction. Mentees felt overwhelmingly positive about
their experiences and expressed high growth in confidence
as educators; they also indicated a greater understanding
of what mentors provide for mentees. Bickmore (2013)
demonstrated this setup could be replicated in other
districts, but it would likely require extensive funding and
coordinating administrators.

School Climate and the Needs of New Educators. Since
collegial climates were shown to have positive effects on
mentees, more research was conducted on how student-
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teaching candidates could have an even larger collegial
climate at their disposal before starting their first three
years as full-time instructors. For example, Fox and
Wilson (2015) analyzed different ways student teachers
could build a network of professionals outside their own
buildings. Their perceptions of collegiality were affected
by student teachers’ willingness to network proactively.
Student teachers’ willingness to talk to more-experienced
colleagues directly influenced their access to support
and their subsequent development as instructors. Student
teachers who exhibited more reflection during these
discussions felt more confident about their abilities as full-
time teachers. Therefore, it became clear mentors alone
did not necessarily affect the growth of student teachers.
Mentees could reflect and seek out some resources
independently beyond passively receiving services from
mentors.

Since teachers’ daily technology use has become more
prevalent, Alemdag and Erdem (2017) studied how
technology skills might affect the ability to network.
A group of mentees were each assigned an electronic
mentor (e-mentor). E-mentors gave presentations
on instructional strategies and conducted live video
conferences for mentees. Alemdag and Erdem found
e-mentors put significant thought into messaging and
delivery of strategies because of the e-setting. This finding
was interesting for two reasons. First, mentees gained
trust in the e-mentoring sessions; they reserved their
questions about minor challenges for colleagues in their
own buildings. Mentoring sessions could then focus on
instructional strategies and content-area development.
Second, mentees felt significantly less needy toward their
e-mentors by the end of the school year. In other words, by
undergoing the e-mentoring sessions, mentees developed
increased confidence to handle the pressures of being a
teacher by the end of their first year. Alemdag and Erdem
indicated more research would need to be conducted on
whether the e-setting directly impacted these results.
However, it appeared mentees benefited greatly from
having highly tailored support from experienced mentors,
whether in person or online.

Mentor Training

The second theme from the review pertains to the studies
(n = 10, 37%) that evaluated the training (or lack of
training) for the mentors. The amounts of mentor training
varied widely, and interestingly, none of the studies
focused exclusively on how to train mentors. Therefore, it
is necessary to examine what elements of mentor training
were present in order to determine how mentors are
prepared to meet the needs of mentees.

Ideals Versus Practical Applications of Mentoring
Skills. Hennissen et al. (2010) conducted two separate
studies on using stimulated recall to prepare mentors’
supervisory skills. In the first study, Hennissen et al. (2010)

found mentors’ interactions usually fit into four categories:
“discussed topic,” “use of supervisory skills,” “mentor
teacher’s role,” and “strategy during the dialogue” (p. 211).
In their second study, the authors (Hennissen et al., 2011)
focused on 30 teacher-mentors who underwent training in
the aforementioned categories to help foster reflection in
their mentees. Findings showed mentors who engaged in
training “entered a new domain of expertise adding to their
expertise as a teacher of pupils” (p. 213). Findings also
showed while these mentors would likely have improved
with experience, mentors felt the training accelerated their
growth in that role.

EENNT3

While Hennissen et al. (2010) studied psychological
processes within mentors, other studies researched
programs where mentors were prepared to offer practical
training to their mentees. For example, Rikard and
Banville (2010) followed twenty Ist-year physical
education teachers for 2 years and wanted to ascertain
whether mentees felt they were well-served by their trained
mentors. All mentors in this program underwent training

by lead mentors who taught a course, “Mentoring Novice
Teachers,” where, according to the course description,
mentors learned to use observational strategies; model
effective teaching practices and class management;
problem solve; and provide specific, useful feedback
for improving novice teachers’ performance. (p. 249)

Rikard and Banville (2010) acknowledged the results
were both “surprising and troubling” (p. 257), as only
nine mentees felt they were properly supported by
mentors; the other 11 teachers reported not feeling enough
support. Therefore, findings suggest training mentors to
deliver practical skills to mentees may not meet all the
mentees’ needs. The ineffective mentors did not provide
opportunities for reflection, unlike the mentors studied
by Hennissen et al. (2010). Incidentally, the program
evaluated in Rikard and Branville’s (2010) study did not
teach mentors how to develop reflection in mentees.

Mentor Services Not Covered in Trainings. With an
emerging trend of mentee reflection becoming a critical
component of successful mentor training programs,
Barrera et al. (2010) interviewed teacher-mentors to gain
more insight on critical needs of mentor training. Most
of the mentors interviewed desired program coordinators
who could articulate purposes and objectives. Mentors
also felt sessions should include strategies on how to help
mentees “serve students in special populations” (p. 71).
Mentors preferred to be viewed as supportive rather than
evaluative. Based on this study, it is possible that mentors
need explicit direction on how to work with mentees
instead of simply being told what services need to be
offered. These results are consistent with Hennissen et al.
(2010), who studied a successful program that included
training on mentor-mentee communication.

As mentors articulated their own needs for training,
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Hennissen et al. (2011) conducted a study to see if mentors
were actually delivering the skills from their training or if
they were deviating from the concepts. Hennissen et al.
implemented the same training program from a previous
year’s study that emphasized reflection within mentees.
Findings showed mentors delivered the components
of their training along with extra services not covered
by training. These additional services fell within the
categories of “emotional support and task assistance” (p.
1056). However, it is unclear if mentors were successful
due to the delivery of training-specific skills or if it was due
to the delivery of extra services not covered by training.

Prior to studies conducted in 2011, programs which
focused on skills related to mental processes within
mentors and mentees were arguably successful. Shernoff
et al. (2011) disagreed with the premise that focusing
on mental processes led to successful mentor-mentee
relationships. Shernoff et al. studied a program where
mentors specifically provided “intensive support in
evidence-based practices for classroom management
and engaging learners” (p. 465) as well as opportunities
for mentees to “connect ... with their larger network of
colleagues™ (p. 465). The services covered in Shernoff
et al.’s study for mentor training more closely resembled
those of the program in Rikard and Banville’s (2010)
study. Mentors were selected based on “peer-nominated
ability to provide direct advice on classroom management
and motivating students” (Shernoff et al., 2011, p. 472).
Findings showed more than 90% of interactions reflected
one-way instruction from mentors to mentees, but high
numbers of participants also expressed satisfaction with
the mentor program. These results could be skewed
because some satisfaction could be due to a simultaneously
occurring PLC model containing supportive colleagues
who offered similar services outside of official mentoring
contexts. Regardless, the program in this study found great
traction by focusing more on practical skills and less on
mentor-mentee communication.

Gilles et al. (2013) found results that fit more with the
emergent trends in our review. They interviewed a variety
of mentees during stressful times of the school year to
gauge feelings about services offered by mentors. Mentees
reported that successful mentors offered “emotional
support, pedagogical support, planning/collaboration, the
gifts of time, and advice” (p. 84). Three of these five themes
relate to the concept of mentor-mentee communication
while the other two relate more to practical skills.
Therefore, mentees in this program may have felt that
they received the best support when their mentors offered
services that included communications support.

Negotiating External Sources of Mentor Training.
Other induction studies explicitly mentioned mentor
training but with limited detail. The results of these studies
were mixed. For example, Helfeldt et al. (2015) studied
an induction program that employed mentees as interns in

their 1st year of teaching, to ease the transition of mentees
into the profession. Interns were treated essentially as full-
time teachers but with reduced class loads. These interns
received “intensive and extensive mentoring support and
induction support provided by trained, full-time mentors”
(p. 5). Interns spent between 4 and 5 years in the program.
After the first cohort finished the program, 96% opted to
return to their schools. Subsequent cohort groups attained
similar rates of retention. Helfeldt et al. suggested “the
intensive mentoring provided by trained, full-time mentors,
along with other induction procedures incorporated into
the internship program, may be contributing to the findings
of high retention rates among the interns” (p. 12).

Similarly, Kuzle and Biehler (2015) found the university
setting played a pivotal role in mentor training. First,
mentors were trained for statistics classes and were
given extra content area knowledge support by university
personnel. Next, mentors learned how to design effective
PD for mentees. Both phases took place during the early
stages of the school year. Then, later in the year, mentors
developed a PD session under the guidance of Kuzle
and Biehler (2015). To account for bias, the researchers
stated, “We gave them a lot of freedom in designing their
own PD course, because we respected their professional
role, interests, competences, and preferences” (p. 42).
Concluding, Kuzle and Biehler (2015) found “when
designing and implementing their PD, the mentors focused
more on the structural elements than on the quality PD
practices across activities and different blocks of the PD”
(p. 49). In other words, the theoretical concepts seemed
to get either lost or minimized when the mentors created
their sessions. These results are similar to previous studies
(e.g., Huisman et al. 2010; Pegg et al., 2010) in this review
where mentors and mentees felt immediate practical,
professional needs were a higher priority for them.

In 2018, Luet et al. approached the topic from a different
theoretical perspective. Luet et al. focused on a program
that trained mentors to develop a deeper understanding
of their school’s community before being assigned
mentees. Prospective mentors were selected based on
a range of criteria from the school district’s evaluation
instrument, and they were asked a series of questions
regarding their perceptions of the school community.
A local university offered training in how to move from
deficit-based thinking to asset-based thinking. Luet et al.
found their “interventions—including the creation of a
Community Resource Guide and structured interaction
with community members—were largely ineffective, and
mentors continued to discuss their students and the local
community in terms of perceived deficits” (p. 184). Their
results reflected a need for schools to examine how they
recruit mentors.

Additionally, Willis et al. (2019) also focused on the
in-school community. They argued mentors act as
“unacknowledged middle leaders” (p. 1). Willis et al.
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conducted a series of interviews with mentors on how
they perceived their roles and trained the mentors on a
dialogic approach to mentoring as opposed to the more
authoritative approach the mentors had been using prior
to the study. Navigating between these modes yielded
results where mentors felt they had more productive
working relationships with their mentees. However,
mentees were unsure how to view their mentors’ level
of authority. Willis et al. suggested studies like theirs
“can provide insights into the role of mentors as middle
leaders, how it might be valued and evaluated, as well as
how local practices can influence the way that changes
are enacted” (p. 347).

Indications Where Further Research on Mentor
Training Is Needed

The third theme included seven studies (26%) which
indicated suggestions for mentor training but did not make
specific mention of explicit mentor training unlike the
previously discussed articles.

Shortly after their study on a multifaceted induction
program, Bickmore, S. and Bickmore (2010) explored
the principal’s role in the induction of new teachers.
They interviewed several mentees about perceptions of
their school’s induction program. Most responses related
specifically to interactions with school administrators.
Bickmore, S. and Bickmore found “the school principals
met specific personal needs for each teacher” (p. 457).
When combined with earlier studies about mentors filling
the same need, it is possible that meeting personal needs of
mentees occurs at multiple levels of a school’s hierarchy.
In short, induction programs led by principals who focus
on “building a healthy school culture and climate through
schoolwide structures and procedures” (p. 463) seem to be
more successful.

The remainder of the studies (z = 6) in this section,
however, placed the focus on the mentor’s viewpoint.
Foor and Cano (2012) conducted a study aligning with
Wang et al.’s (2008) suggestion for schools to focus on
teachers’ beliefs before assigning them mentees. Foor
and Cano used surveys to measure mentoring abilities
and beliefs of cooperating teachers who were serving
as part of a university-sponsored student-teaching
program. Cooperating teachers felt they could help
their novice teachers demonstrate a variety of skills
including exhibiting professionalism, meeting student
academic needs, assessing students, designing coherent
instruction, and managing classroom procedures. Foor
and Cano concluded that when trying to recruit mentors
to induction programs, administrators should strongly
consider the beliefs of their prospective teacher-mentors
before accepting them into the program. This represented
a shift from the philosophy of programs being designed
according to the beliefs of the coordinating administrator.

Additionally, LoCasale-Crouch et al. (2012) studied a
program for 77 mentees and 11 experienced teacher-
mentors that offered “individual mentoring and other
structured professional learning opportunities organized
and led by the mentors” (p. 307). LoCasale-Crouch et
al. interviewed all mentees and found high retention at
the end of the program. Many mentees credited positive
collaboration with their mentors as a reason to return
for the following year. However, LoCasale-Crouch et al.
also stated, “It is critical not to jump to the conclusion
that merely increasing time spent in [sic] with a mentor
during induction will directly translate to improved novice
outcomes” (p. 315). In other words, a deliberate plan in
giving mentors specific directives about how to interact
with their mentees is needed. Although effective mentors
have been able to succeed in the past without specific
directives, more research could be needed on how mentees
perceive mentors who are trained in a deliberate manner.

Notably, a focus on the mentor viewpoint was present in a
low amount (n = 8, 30%) of the final corpus. Four studies
in particular communicated important findings about the
mentor perspective. van Ginkel et al. (2016) studied the
ability of mentors to adapt to their mentees (as opposed to
mentees conforming to mentor demands in more traditional
programs). van Ginkel and colleagues conducted
interviews with 18 teacher-mentors and scored them
based on interactions with mentees in four different types
of activities: “(1) providing emotional and psychosocial
support for learning, (2) supporting construction of
personal practical knowledge of teaching, (3) creating a
favourable context for novice teacher learning, and (4)
changing novice teacher behaviour” (p. 206). van Ginkel
et al. found that teachers who try to meet mentees on an
emotional level had greater success at fostering growth
in their mentees. On the contrary, mentors who focused
strictly on cognitive approaches to teaching did not have
corresponding levels of success.

Wong (2018) found similar results by applying a social
capital lens to induction research during interviews of 31
mentors who described what they learned from mentees.
The most successful mentors were cognizant of the
diversity of needs across multiple mentees. In turn, the
mentors tailored their mentoring practices to specific
needs of mentees. These mentors also reflected on their
self-perceived limitations in their efficacy. Some mentors
felt they struggled to impart technical knowledge only
onto mentees with different characters and personality.
Therefore, mentors who can reflect on mentee needs are
still able to meet at least some of those needs even when
personalities are not perfectly compatible.

Mukeredzi and Manwa (2019) also found similar results
on the gains from strong mentor-mentee communication.
The specific need for the mentees in their study arose
from their status as colleagues. Mukeredzi and Manwa
reiterated the importance of how mentees “appreciate
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being respected, accepted, regarded as colleagues, and
made to feel welcome in the school. They often yearn to be
accepted as a person, a teacher, and a part of the teaching
profession” (p. 40). Therefore, these results suggested part
of developing mentor communication skills might focus
specifically on building a mentee’s feelings of acceptance.

Bolstering these skills in mentors may not be an easy
task, though, because mentors often enter the role with
preconceptions shaped by their own experiences as
mentees. Lunsmann et al. (2019) surveyed four mentors
about their own experiences as mentees. During these
interviews, they asked mentors about their beliefs on
mentoring and about how to perform their role in a way
that would foster growth in their respective mentees.
Then, Lunsmann et al. observed the mentors to see if
their mentoring practices matched their beliefs from the
interviews. Findings showed all four mentors mirrored as
mentees at the start of their careers. Expressing beliefs and
preconceptions that differed from their own experience did
not have any effect. Mentors continued to mentor in the
same way they received services as mentees. Therefore, it
is possible that convincing a mentor to implement specific
mentoring practices may be difficult if their own mentor
had enacted similar practices for them when they were
mentees earlier in their careers.

Discussion

In reviewing the 27 inclusionary studies, three main
emergent themes help us to understand what research is
telling about the training of teacher-mentors. The themes—
mentor services, mentor training, and indications where
further research on mentor training is needed—provide a
foundation for understanding the current research trends
on the training of teacher-mentors. Findings within these
themes also help determine which of Wang et al.’s (2008)
four suggestions for future mentor training research are
being satisfied.

Mentor Services

First, 10 of the studies (37%) focused on services (e.g.,
classroom management strategies, assessment, lesson
planning) mentors provided to mentees. Research from
this theme presented a clear trend of mentees wanting
emotional support and instructional strategies from
mentors (Huisman et al. 2010; Pegg et. al, 2010).

Furthermore, findings within the theme of mentor services
illustrate significance pertaining to collegiality. Mentees
who were given support in a collegial environment were
more likely to feel a sense of belonging among the faculty
(Bickmore, 2013; Fox & Wilson, 2015; Pogodzinski et al.,
2013). The physical composition of the mentor-mentee
relationship had no noticeable effect on how positive the
experience was for the mentee. Findings indicate a positive
1:1 mentor-mentee relationship may not be necessary for

giving adequate support to mentees. Instead, the nature of
the interactions matters more for increasing mentee retention.

In addition to a collegial environment, a set of formal
mentoring structures increased the chances of making
mentees feel more like members of a professional
community (Fox & Wilson, 2015). Mentors who appeared
to have some training on formal mentoring structures had a
positive effect on mentees (Fox & Wilson, 2015). Mentees
benefited from a combination of a collegial environment
with purposeful planning within the mentoring program.

All of the studies in this theme satisfied Wang et al.’s (2008)
recommendation of researching various ways to meet BT
needs. Unfortunately, the studies provided limited details
on how/if mentors were specifically trained for their role.
Additionally, for this review’s research question, any
mentions of explicit mentor training in these studies were
either absent or tangentially mentioned and did not provide
enough insight on mentor training.

Mentor Training

The second theme included 10 studies (37%) that evaluated
training or displayed a lack of training for mentors. These
studies examined who gave specific training to mentors
and the types of training delivered. Interestingly, none
of the studies in this section were devoted specifically
to mentor training. They merely contained elements of
apparent mentor training that we used to determine how
mentors were being prepared for their roles.

Mentors who were provided with training in communication
skills had positive interactions with their mentees (Gilles
et al., 2013; Shernoff et al., 2011). While this type of
training made mentors feel more secure in their role, the
training did not necessarily lead to positive professional
experiences for mentees (Kuzle & Biehler, 2015; Rikard
& Banville, 2010). Finally, mentor programs that received
support from university faculty were successful only if the
mentors were given training in communication skills for
coaching mentees (Helfeldt et al., 2015; Luet et al., 2018).

All of the studies in this theme demonstrate a further need
to research what preservice preparation would be useful for
mentees (Wang et al., 2008). None of the studies satisfied
Wang et al.’s suggestion about structuring induction
programs around national teaching standards. The studies
also did not satisfy Wang et al.’s suggestion about studying
BT perceptions about teaching when mentors delivered
support to mentees.

Indications Where Further Research on Mentor
Training Is Needed

Seven studies (26%) implied where mentor training was
needed but did not specify elements of training. These
studies showed that mentors had positive views about the
craft of mentoring (Foor & Cano, 2012; van Ginkel et al.,
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2016) and came into their roles believing in the benefits
mentoring provided (Foor & Cano, 2012; van Ginkel et
al., 2016). Additionally, emotional connections between
mentors and mentees produced more benefits for mentees
than simply working in close proximity to their mentors
(van Ginkel et al., 2016; Wong, 2018). In other words,
time spent with a mentor was not a reliable indicator of
professional growth (van Ginkel et al., 2016; Wong, 2018).
The nature of the interaction mattered more. Finally, some
mentors came into their roles with specific views about
mentoring but did not execute their duties in a manner
consistent with their beliefs (Lunsmann et al., 2019).
Therefore, some mentors may benefit from additional self-
reflection about their practice as mentors.

The studies in this theme demonstrated a variation of Wang
et al.’s (2008) suggestion about studying BT perceptions
of teaching. These studies demonstrated a need to study
mentor perceptions of mentoring. Both scenarios appear
to support Wang et al.’s conclusion that initial beliefs and
practices can shape, impede, or facilitate what participants
gain from training sessions.

Limitations

This systematic review was meant to serve as a justification
for future research on mentor training for high school
teachers. The final number of 27 studies was found from
an original search of 540 articles. Interestingly, very few
articles addressed the focus in our research question. The
majority (n = 17, 63%) of the studies did not make any
explicit mention of mentor training. Even within the 10
studies that did make explicit mention of mentor training,
hardly any (n =2, 7%; i.e., van Ginkel et al., 2016; Wong,
2018) made mentor training the primary focus of the study.
Notably, none of the 27 studies focused on mentoring
programs in charter schools, including state-sponsored
public charters. Researchers may find it questionable to
include studies that do/did not focus on mentor training
in a literature review devoted to it. We argue that it was
imperative to include these studies for two reasons.
The first reason is that the training of mentors depends
on having a knowledge of what mentors need to do for
mentees. The second reason is this review provides a
microcosm of the current state of research on mentor
training. Given the significant difficulty in finding studies
focusing primarily on mentor training, more research is
needed on how mentors are trained in any high school, not
just state-sponsored public charters. Therefore, any future
research on mentor training will have to be developed from
what has already been done, even if that body of research
seems tangential.

Another limitation present in our review was our search
terms. Search terms were selected and combined using
boolean operators because we felt they were the most
relevant search terms to our research question. Researchers

exploring the same research question may deem other
terms (e.g., induction) were necessary. We believe there
are certain terms related to the ideas of mentoring that
are not actual mentoring. The term “induction” is one
such example. Induction programs can possibly include
support from mentors, but they also include sessions with
administrators, feedback sessions with department chairs,
and common planning time with other department members
(Ingersoll, 2012). These services may include elements of
mentoring; however, they are not interchangeable with
actual mentoring where mentees receive systematic,
continuous support from an experienced teacher. Including
search terms related tangentially at best to mentoring would
have broadened the scope of the review and yielded more
ambiguous results pertaining to our research question.

Implications

This systematic review sought to provide guidance about
the development of future studies on training for teacher-
mentors in a high school setting. Even as professional
needs continue to be met in mentoring programs, teacher
retention continues to be problematic (Ingersoll & Smith,
2003; Neason, 2014). Therefore, we focused on two of
the recommendations made by Wang et al. (2008) yet
to be met adequately by the field. Their call for training
mentors on the beliefs and perceptions on mentoring
has gone largely unheeded. Many mentors enter the role
without reflecting upon the role of mentoring and how
it should function in their school. Mentors also have
not been presented with the beliefs and perceptions
about mentoring from the mentees’ perspectives. Some
mentors are taking on—or being assigned—a critical
duty in the school without possessing a strong base for
understanding why they do what they do.

Moving Towards a Culture of Mentoring

Overall, our review yields a trend of mentees receiving high
levels of support with regards to daily instructional skills,
support which enables them to survive the difficult first
years of their career. Unfortunately, it is highly concerning
that mentees still leave the profession despite recognizing
the support they have received. Perhaps the approach of
giving mentees day-to-day skills in their mentoring programs
may not be the best way to retain them and nurture their
professional growth. Instead, it may be critical for mentors to
help mentees reflect on day-to-day instructional performance
amid the backdrop of larger phenomena within teaching—the
process of learning, the process of feedback, and the process
of purposeful planning.

Getting mentees to buy into the idea that their learning
curve will take years can be a difficult sell, though (Inman
& Marlow, 2004). Additionally, how can mentees be
expected to grow as teachers if they do not understand the
larger goals/objectives to which they should be aspiring?
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having daily chats with mentees or developing afterschool
workshops to add to mentees’ instructional toolboxes.

Teacher-mentoring requires experienced, highly invested,
patient, trained teachers who are experts of both craft
and communication. Mentoring programs also require
supportive administrators who understand how to reach
both students and adults in meaningful ways that have
lasting impact. Lest we forget, mentoring programs also
require mentees who possess enough wherewithal to

That gap in understanding is where mentors must fill a
critical need. Even experienced mentors who have built
successful careers need to be shown how to communicate
large-scale goals/objectives to mentees entering the
profession during a time that could be markedly different
from when the mentors began teaching.

Conclusion

When taking these findings in conjunction with the
recommendations for further research by Wang etal. (2008),
the research provides researchers and educators with
ideas and practices that have been applied; nevertheless,
the research also demonstrates a gap that needs to be
addressed. Research involving teacher mentoring has done
a thorough job of illuminating the variety of needs mentees
have. Most mentoring programs focus on either personal
needs or professional needs, but rarely do programs meet
all of those needs simultaneously.

Sacrificing professional needs or personal needs is not the
mentors’ fault. Most mentors sign up for the role because
they feel the work is necessary for the wellbeing of a
faculty (van Ginkel et al., 2016). Therefore, collaboration
is necessary between administrators and faculty members
in creating mentoring programs painstakingly defined
in their various goals, aims, and procedures. Before
any mentoring occurs, a mentoring program should
first involve deep reflection on how mentors perceive
their role (Wang et al., 2008). Then, mentors need to
understand how prospective mentees feel about such a
program. If mentors can forge meaningful connections
(van Ginkel et al., 2016) with mentees on the personal
side of the job, then the mentee’s trust will be there
when it comes time to have discussions about improving
professional performance.

After the initial reflections about perceptions and beliefs,
discussions should begin to dictate the process of how
mentors are going to fulfill the needs of their mentees. What
the program structure should look like requires research
and testing. What is clear from this review, though, is that
mentoring programs need to have an overall objective of
serving both personal and professional needs of mentees.
Accomplishing this objective requires training mentors to
offer services in both areas. The role is much more than

understand their mentors were once mentees too.
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Inquiries and Innovations

CASE 1IN PoiINT:

How LGBTQIA+ YounG ApuLT NOVELS ARE
THE DIFFERENCE THAT MAKE THE DIFFERENCE
TO ADOLESCENT LEARNERS
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Abstract: This case study utilized poetic inquiry, a
qualitative research methodology, to explore the reading
experiences of 13 postgraduate high school students
from various North Texas high schools. After selecting
and reading young adult novels featuring protagonists
who identified as lesbian, gay, bisexual, transgender,
queer, questioning, intersex, asexual, and other gender or
sexual minorities (LGBTQIA+), the students shared their
reflections, which were analyzed through poetic inquiry.
The method highlighted participants’ emotional reactions
in a way that was more intricate and personal. Most novel
options for adolescents come from aged books that found
a home in schools’ book closets decades ago, offering
little diversity for readers. Students are more likely to
be engaged in reading when they can see themselves in
stories. In addition, reading about someone different

VOO

can also build empathy. These assertions were tested by
evaluating whether students were more engaged in reading
and felt empathy toward others after reading about the
experiences of LGBTQIA+ characters. The significance
of LGBTQIA+ representation in novels for high school
students was evaluated.

Keywords: adolescent learners, case study, LGBTQIA+,
curriculum and instruction, poetic inquiry

student who identified as lesbian and Muslim
Acame to me for a book recommendation. I (First

Author) immediately pulled out 7he Love and Lies
of Rukhsana Ali by Sabina Khan (2019), a book about an
Indian American high school student with Muslim parents.
The student expressed excitement, saying it sounded like
her life and asked to borrow the book. This is a common
occurrence at school: students wanting to read and see
themselves in stories.

The purpose of this study is to evaluate the effects of providing
lesbian, gay, bisexual, transgender, queer, questioning,
intersex, asexual, and other gender or sexual minorities
(LGBTQIA+) books on students’ reading engagement and
empathy for others. LGBTQIA+ novels are crucial because
they create an inclusive and accepting environment (Schey,
2021). Students who see themselves represented can validate
their identities and feel more welcome (Enriquez, 2021).
If children never see themselves in books, they may feel
unimportant (Enriquez, 2021).

Books can foster empathy and promote acceptance
(Ishizuka, 2018), but if children see only characters like
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themselves, they may perceive others as less important
(Boyd et al., 2015). As hooks (1994) notes, despite a
focus on multiculturalism, there is more work needed to
make each student feel welcomed and included. Freire
(1970/2000) argued, “Educators should recognize and
allow a new narrative to create a better society” (p. 47).
Therefore, school libraries should have authors from all
walks of life, yet this goal is impeded by the banning of
certain books.

In 2021, there was an unprecedented number of books
requested for removal nationwide, most of them with
LGBTQIA+ and other underrepresented characters (Kim,
2022). Politicians have made similar motions, including
legislation known as the “Don’t Say Gay” bill in Florida
(Parental Rights in Education, 2022). Texas Lieutenant
Governor Dan Patrick also seeks to pass a version of that
bill (Suayan, 2022). In the meantime, Texas passed a book
ban bill, HB 900 (An Act Relating to the Regulation of
Books Sold to or Included in Public School Libraries,
2023), which is currently on appeal and could negatively
impact public school libraries by placing the onus on
librarians to evaluate books using vague and subjective
criteria (ACLU of Texas, 2023).

Theoretical Framework

In classrooms, student populations continue to diversify,
and individual students are more open about their
identities. As students change, the curriculum and
school environment should also change. The political
landscape has resulted in an increased focus on schools,
with divisiveness regarding books and ideologies outside
the traditional Anglo patriarchy. Politicians seek to
remove books with LGBTQIA+ characters from libraries
nationwide for various reasons, but these actions silence
voices.

This study’s theoretical framework was based on social
justice theory (Rawls, 1971) and transformative action
theory (Freire, 1970/2000), as viewed through the
lenses of sociocultural theory (Vygotsky, 1962) and self-
determination theory (Deci & Ryan, 1985). These theories
highlight the need to push back against the norm and
emphasize the need to hear important voices.

Sociocultural Theory of Cognitive Development

Growth requires interfacing with others like us (Unrau
& Alvermann, 2013). Vygotsky (1962) proposed that
students succeed if stimulated with culturally relevant
materials (Meacham, 2001). Students may struggle to
express themselves or claim their LGBTQIA+ identities if
they feel unsafe in their environment. Vygotsky suggested
that students’ social identities affect learning; therefore,
students need nurturing places that support their cultures
(Aubrey & Riley, 2019). LGBTQIA+ students need to feel
welcome and secure in classrooms for optimal learning.

Books representative of the entire student body could be a
way to alleviate some of the stress students face.

Transformative Action Theory

Freire (1970/2000) believed teachers dictated what and
how students should learn instead of allowing children
to explore and learn through their experiences (Warner,
2012). Turner (2019) found that Black students lacked an
interest in the books offered to them because they did not
reflect their lives. Similarly, LGBTQIA+ students may
feel isolated and uninvolved in school because they lack
representation in school curricula. Real-life dialogue could
give students authentic representation in their education
(Warner, 2012).

Self-Determination Theory

Self-determination theory (Deci & Ryan, 1985) indicates
how belonging and a sense of relatability to a culture may
contribute to intrinsic motivation (Barber et al., 2019).
When students find value in what they do, the task has
personal relevance, resulting in a feeling of mastery over
the subject (Gambrell et al., 2011). Self-determination
theory suggests that students with autonomy become
intrinsically motivated to continue learning. Barber et al.
(2019) proposed that a classroom that supports a student’s
“psychological needs for relatedness, competence, and
autonomy” (p. 234) inspires intrinsic motivation. Instead
of assigning traditional reading materials, educators could
provide more authentic readings that include students’
ideologies and backgrounds (Gambrell et al., 2011).

Social Justice Theory

Historically, schools have imposed harmful restrictions
regarding learning opportunities for underrepresented
students, limiting their access to equitable education. These
restrictions, including the banning of books representing
LGBTQIA+ and other underrepresented cultures, seem to
stem from fear and ignorance. In addition, some educational
leaders have shown a disregard for curricula that include
students’ various experiences, sociocultural communities, and
aptitude for knowledge creation (Skerrett, 2020). Discussing
learning as an underrepresented student, hooks (1994) said,
in discussing learning as an underrepresented student:

I wanted to become a critical thinker. Yet that longing
was often seen as a threat to authority. Individual white
male students who were seen as “exceptional” were
often allowed to chart their intellectual journeys, but the
rest of us (and particularly those from marginal groups)
were always expected to conform. (p. 5)

Social justice requires the equitable involvement of all
groups to produce a critically thinking society. It also
involves ensuring that all learners have the best chance to
learn to achieve competence, excellence, independence,
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and responsibility in school and life (Logan et al., 2014).
English language arts (ELA) teachers can acknowledge
opposition in society and instead support all students to
avoid perpetuating inequality (Stewart & Babino, 2021).

Review of the Literature

Inclusion of LGBTQIA+ Characters in Young
Adult Books

Students come from diverse backgrounds, -cultures,
and sexual identities. Once shunned and hidden, sexual
identity is now a topic students embrace. Educators should
demonstrate openness to hearing and sharing all stories.
Since its designation as a genre in the 1950s, young adult
(YA) fiction has had a significant role in classrooms by
incorporating people and cultures typically ostracized
(Booth & Narayan, 2018). Further, there are many social
issues discussed in ELA classrooms because students
encounter stories with different perspectives and ideas
(Misson, 2018).

LGBTQIA+ students are exceptionally vulnerable
during high school. Munoz-Plaza et al. (2002) found
that LGBTQIA+ students who face prejudice and
discrimination at home and school are more likely than
their peers to contemplate suicide, suffer from mental
health issues, experience substance abuse, or have family
expel them from home. For LGBTQIA+ students, diverse
books provide an opportunity for them to be heard,
to know they are not alone, and to validate their lives
(Misson, 2018).

In high school, students learn more about themselves,
others, and social norms and expectations. Therefore, books
used in the classroom should highlight the importance of
acceptance, not just from the viewpoints of others, but also
to help students accept themselves (Harbeck, 1992, as cited
in Munoz-Plaza et al., 2002). Students are increasingly
entering classrooms out and unafraid to talk about their
identities. Teachers should give these students a voice and
representation through diverse reading material.

The Importance of Learning About Others

The challenge of getting students to read is an obstacle for
ELA teachers worldwide. The lack of reading especially
impacts students from diverse backgrounds, who Au and
Raphael (2000) found experienced a literacy achievement
gap compared with their peers. Readers find themselves
disinterested in mainstream books because of the lack of
representation. When students cannot find themselves in
the literature, they may consider books unimportant.

What students read impacts their comprehension and
identities. For example, students who read a variety of
texts can question and compare their cultures with those
of others (Jogie, 2015). Students who see themselves in

others can appreciate what brings people together as
a society and find commonalities (Boyd et al., 2015).
Offering students reading options with diverse characters,
especially underrepresented LGBTQIA+ characters, has
many benefits, such as increased enjoyment, reading
comprehension, and empathy.

Gaps in LGBTQIA+ Research

Some scholars have mentioned the inclusion of
LGBTQIA+ books in their findings. However, others
have overlooked this important area of study. Henderson
et al. (2020) found that out of 1,809 books, less than 1%
included LGBTQIA+ protagonists.

The conceptualization of literature as windows for students
to see others and mirrors to see themselves indicates
the importance of representation (Sims Bishop, 1990).
Additionally, Kedley and Spiering (2017) suggested
teachers choose literature that allows students to learn about
new perspectives and ideas through windows so they can
identify with and think about characters and experiences
like their own through mirrors. Educators should choose
literature with positive representations of characters who
share traits with students, such as their location, culture,
age, sexual orientation, and gender expression (Kedley &
Spiering, 2017).

This research from Kedly and Spiering indicates the need
for inclusion for all students, including those identifying as
LGBTQIA+ or other underrepresented groups. Therefore,
this study contributed to and provided relevance and
meaning to previous research by including students’
voices. Further, this study was a means of exploring how
including LGBTQIA+ novels in high school English
classrooms could positively impact education.

Methods

This research was a qualitative case study with poetic
inquiry. Merriam (2009) described a qualitative case
study as “particularistic, descriptive, and heuristic” (pp.
43-44). Particularistic means to investigate one idea,
moment, or theory, with the case showing the event’s
impact. Descriptive means gathering nuanced and detailed
information from the case study. Heuristic means the case
study provides the readers with findings, new connotations,
and an understanding of the ideas and events in the study.
Although qualitative research focuses on what people say,
people use more than words in prose to convey meaning.
People express themselves through various art forms, such
as poetry (Merriam & Tisdell, 2015). Typical qualitative
research involves dissecting someone’s experiences and
emotions.

Machado (2019) stated that poetic inquiry in qualitative
research provides value via collaboration between the
participant and researcher and myriad ways to display the
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data. Poetic inquiry is a means of encapsulating the chaos
of the participants’ lives (Owton, 2017). A qualitative
case study with poetic inquiry was appropriate to explore
language, emotions, and the participants’ intricate—and
important—feelings, requiring an expressive and engaging
research approach.

Mixed Qualitative Methods: Case Study and Poetic
Inquiry

Scholars conduct case studies to better understand human
thinking. Case studies enable the subjects to speak their
minds and share their feelings with the researcher. Yazan
(2015) defined a case as “a person, a program, a group,
[or] a specific policy” (p. 139). Case studies are a means
of diving into real-world issues to support or explain the
research questions in the study (Yin, 2018). Case studies
require many data collection points for triangulation and
validity. This study involved questioning students on
their feelings about the books they read in school. The
study used multiple data sources from each participant,
including pre-reading questions and post-reading
interviews. Because I (First Author) interviewed several
participants for this study, the case study design was the
most pragmatic method.

The case study design coupled with poetic inquiry
provided the opportunity to expand and deepen the context
of the data to gain a better understanding. Scholars can use
poetic research to gather and highlight the participants’
voices (Clark et al., 2022). Traditional qualitative studies
could result in the isolation of some groups (Jen & Paceley,
2020). However, art research, such as poetic inquiry,
includes participants previously excluded, providing them

a platform.

Table 1. Participant Demographics

Participants

It was unlikely that gaining school district permission to
discuss or ask students to read LGBTQIA+ books would
have been approved—so the best possible outcome was
to use students who were high school graduates and 18
years or older. To do this, I (First Author) contacted friends
and acquaintances to locate former students who met the
criteria: individuals 18-22 years of age who had recently
graduated from a North Texas high school. The goal was
to find participants from diverse backgrounds in terms of
race, gender, and sexual orientation.

School Context

The demographic information from three of the larger North
Texas districts where most participants attended school
were 21% Black, 60% Hispanic, 12% White, and 4% Asian;
77% economically disadvantaged; 36% emergent bilingual
learners; and 10% special education. Although there was
no district data on the number of students identifying as
LGBTQIA+, a Gallup poll showed an annual increase in
the number of youth in America identifying as LGBTQIA+.
Specifically, the poll showed that since 2017, the percentage
of Millennials identifying as LGBTQIA+ increased
from 5.8% to 7.8% in 2021, and the percentage of Gen Z
identifying as LGBTQIA+ more than doubled, increasing
from 10.5% to 20.8% (Jones, 2022).

Data Collection

Participant Demographics

Thirteen participants completed interviews (see Table 1).
The participants shared demographic information, such

Pseudonym Age | Race/ ethnicity Gender Sexual orientation | Chosen book Genre

Butterfly 20 Hispanic Cisgender female Straight The Lesbiana’s Guide | Realistic fiction
to Catholic School
(Reyes, 2022)

Belvedere Cabbages | 18 Hispanic Mexican | Masc-presenting Queer/gay Wrath Goddess Sing | Historical fantasy

nonbinary (Deane, 2022)
Ladybug 22 Black Cisgender male Gay They Both Die at the | Fiction
Puerto Rican End (Silvera, 2017)

Ashme 18 Middle Eastern Cisgender female Lesbian Carry On (Rowell, Fantasy
2015)

Bender 18 Vietnamese Cisgender male Heterosexual The Magic Fish Fiction
(Nguyen, 2020)

Ashley Katchadorian | 18 White Cisgender female Unlabeled Ophelia After All Realistic fiction
(Marie, 2021)

Red Lion 18 Hispanic Asian Cisgender male Bisexual Just Your Local Realistic fiction
Bisexual Disaster
(Mosqueda, 2021)

Ava 18 White Transgender female | Lesbian We Are the Ants Science fiction
(Hutchison, 2016)

Note. Selected participants shown for brevity.
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as race/ethnicity, sexual orientation, and gender identity,
in their own words. Participants self-assigned their
pseudonyms. Assigning pseudonyms for anonymity is an
ethical procedure and a way to link to the participants and
the study’s significance (Allen & Wiles, 2016). Allowing
participants to choose pseudonyms shows the importance
of self-naming, identity, and inclusion.

Reading Data

Before selecting books, the participants completed a
questionnaire on their reading experiences, identities,
the impact of their identities on their reading choices and
motivations, and the types of books they encountered
during high school. This provided insight into the factors
impacting the participants’ reading habits and preferences,
how the participants viewed reading, their reading
backgrounds, and whether they related to any books
assigned in high school. After reading the chosen books
for this study, the participants engaged in post-reading
interviews to discuss specific points about the novels and
the importance of diverse books.

Data Analysis

Merriam (2009) stated, “Data analysis is a complex
process that involves moving back and forth between
concrete bits of data and abstract concepts, between
inductive and deductive reasoning, between description
and interpretation” (p. 176). The analysis included reading
through transcripts, noting data categories, and organizing
categories into themes. This study included poetic inquiry
by Bishop and Willis (2014), who used an inductive
technique to analyze themes. We used a similar approach
by searching the text for codes, categories, differences,
and commonalities among the data. In accordance with
Bishop and Willis, we analyzed figurative language and
tone to craft the data into a community poem. With these
two techniques, we coded and categorized the data for
prominent themes and ideas.

Coding the Data

The iterative coding process included multiple passes
through the data to identify and refine the codes. Coding
was a nuanced process of making connections between
different pieces of data and organizing them into categories
based on content and meaning. The coding process was a
structured means of analyzing the data and identifying key
motifs and insights.

Thematic Coding

The purpose of data analysis is to answer research
questions via themes (Merriam, 2009). While reading
the participants’ answers, we searched for and sorted
noteworthy words and phrases into themes. Data must
align with two characteristics for categorization as a theme.

First, the data should be crucial information that supports
the study and causes the reader to pause and ponder the
findings. Second, the data should make sense on their own
(Lincoln & Guba, 1985).

Like Vaughn and Turner (2016), we sorted data by using
the questions asked of participants. Vaughn and Turner
discussed looking through the answers to each question
to spotlight emerging themes for coding through thematic
topics centered on data analysis.

Dey (1993) stated case study scholars should find
similarities among the data and search for emergent
patterns. After this process, scholars can categorize and
organize the data into themes, dividing them into smaller
themes as needed. Themes emerged from the data regarding
reading engagement, empathy, worldviews, reading
choice, diversity, and representation. I (First Author) used
these broad themes to format the data, answer the research
questions, and craft research-based community poetry.

Poetry Creation

The study presented the data in researcher-based,
community poetry written by both authors using direct
quotes from the participants’ answers. Poetic transcription
involved reading the data many times, looking for common
repeated themes and categories, and selecting whole words
or phrases from the transcripts. Leavy (2020) indicated
that poetic transcription enables the participants’ voices
to remain authentic and whole. The poetic transcription
process was the basis for the researcher-voiced, community
poetry. Leavy further noted that poetic transcription
enables researchers to include their language in the poem
as insights and links to current research. The authors did
minimal manipulation on the community poems, making
only small adjustments to include transition and clarifying
words.

Validity

Poetic inquiry, which produced emotional and personal
responses, was a valid means of discovery as well as
a captivating way to depict diversity (Lambert, 2016).
Studies with poetic validity focus on the participants’
emotions and the researchers’ empathy. Leavy (2009)
noted that the validation of poetic inquiry depends heavily
on the feeling evoked by the data; with empathy, the
researcher channels the data into analytical poetry.

Themes

Data analysis occurred after the pre-reading questions and
post-reading interviews. We sorted the data by question
and answer for each case. We used Owton’s (2017)
approach to poetic inquiry to code and align the data with
themes. I (First Author) read the transcripts multiple times
to familiarize myself and ascertain emerging themes. The
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participants’ common ideals and experiences showed the
importance of representation in books, especially for the
LGBTQIA+ community. The data fell into six categories
or themes: reading habits, motivation, choice, book
impressions, empathy/connection, representation/ identity,
and the importance of LGBTQIA+ novels. We (First &
Second Authors) coded each participant’s answer into one
or more of the six themes.

After coding, we organized the data into the most important
ideas and concepts. We consolidated those topics into four
themes: (a) current reading habits, motivation, and the
importance of choice; (b) representation and connection to
the chosen books; (c) empathy for others; and (d) social
justice and access to LGBTQIA+ books. Then, I (First
Author) parsed the data by sorting each case’s answers
according to the theme and copying the participants’
answers into a new document for each of the four themes.
I further sorted the data into subthemes while creating the
community poem.

There is no one way to present the data of a case study;
case study scholars should consider their audience and
topics when writing the data (Yin, 2018). For brevity in
this publication, we focused on the themes of social justice
and access to LGBTQIA+ books.

Results

Social Justice and Access to LGBTQIA+ Books

While most participants in this study identified as part of
the LGBTQIA+ community, some did not. Regardless of
identity, all the participants expressed the importance of
offering LGBTQIA+ books. Many participants expressed
excitement about finding books with these themes and
characters. Red Lion, Ava, and Ladybug said that they
did not know about LGBTQIA+ books before this study,
especially after reading numerous books with heterosexual
experiences when in school. Before the study, Ava felt like
reading had become unimportant. However, after reading
her chosen book, Ava reported a renewed love for reading.

Butterfly remarked about having questions related to the
LGBTQIA+ community and people’s motivations for
what they do. This participant expressed that reading
the LGBTQIA+ book showed her a glimpse of what
inspires people. After reading the book, Butterfly learned
about LGBTQIA+ people’s experience. Ashme and Red
Lion enjoyed reading their chosen books because the
characters did not define themselves based on their sexual
orientations—their orientations were just part of who they
were—and the participants found the indirect and casual
portrayal of queerness refreshing.

Bender and Ashley Katchadorian described the need for
books to better understand themselves. Bender felt that
LGBTQIA+ books enabled him to feel more empathy

toward others’ causes, such as gay rights and women’s
rights. Ashley Katchadorian described questioning herself
and mentioned that the book provided her with insight into
her sexual identity.

Belvedere Cabbages, Ashme, and Harley Quinn spoke
about the need for LGBTQIA+ books in classrooms to
present LGBTQIA+ experiences positively. LGBTQIA+
books could enable readers to empathize with others
and build a society where people understand one another
better. Belvedere Cabbages read Wrath Goddess Sing
(Deane, 2022) a retelling of the mythological Achilles as a
transwoman, saying,

This book showed me that history and stories are full of
instances of people who don’t conform to the expected
social status quo. We must look beyond what is touted
by societal bastions of repression because they ask us
to ignore the vibrant past that exists in so many places.

Belvedere Cabbages described the vilification of books
about LGBTQIA+, Black, and other underrepresented
characters due to their nonconformance to arbitrary
standards created by White men in power. This participant
emphasized the need for diverse books in classrooms.

Ava explained that she was overjoyed to see LGBTQIA+
representation in books, remarking that she’d never really
seen any YA novels with those types of characters. Ava
emphasized how crucial these types of books are: “It is just
really important for people to like know that it’s okay and
like they shouldn’t feel judged for being who they are.”

See Figure 1 for the data-informed poem that we created
by using direct quotes from all participants. The quotes
were spliced together into a community poem to produce
a social justice narrative that speaks to the importance of
inclusionary books.

For generativity, educators of reading classes should select
diverse books, not just those from a Euro-American list
(Lee, 2020). LQBTQIA+ books can provide a place for
all students to feel welcome and be open (Sanchez, 2005).
Diverse texts can positively impact all learners (Fuller,
2022). This study was a means of gauging the impact of
books with LGBTQIA+ characters on reading motivation.
Teachers want all their students to be able to reflect and
talk about their place in the world. Minority students,
such as those who are LGBTQIA+, need access to books
representative of themselves, enabling them to be active
learners in the classroom and active members of society
(Logan et al., 2014).

Discussion

This qualitative case study showed the need for awareness
of the books offered to students of diverse backgrounds
and cultures. Although the study had a small sample which
was not as representative of non-LGBTQIA+ students, the
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Figure 1. Poem
Definitely

I had never read one before .
a book that deals with LGBTQIA+ characters and themes

I would definitely love to read more books about
my own experiences because .
I didn’t understand how I felt and what I felt.
So, finding myself mirrored in literature was
validating and empowering

I love being able to open a book and see myself
represented on a page
I was looking for specifically /lesbian/ representation in books
Representation gave that connection to keep going and it felt more
safe and genuine

It helped me get a wider sense of other cultures and
the LGBTQIA+ community
It really just brings some ideas I *already understood*
into clear focus
It helped me strengthen the connection with the book as well . . . because for a
long time I didn’t even know that was an option

Is it selfish that

I enjoy the representation?
Getting to read a love story
I can personally feel a connection to?
Every story outside of queerness has been hetero, and
I've
never
really

connected with what
they’re feeling or what they’re thinking and
it causes a lot of disconnect it ruins the motivation
if there’s any type of [straight] romantic interests

This definitely influenced my desire to read more literature that is LGBTQIA+ because
it helped me feel better about myself
especially from this author!
I would like to further understand the
community and its values
I love to read anything that has anything to do with me

Definitely,

because after reading the book I started reading a lot more.
I think I’ve read three books off the list since reading this
and I’'m reading a fourth one right now.

I wish I could have had that environment growing up.
I'm glad I did get it
even though it was much later in life than it needed to be.

I find that these books help me understand the parts about myself that I still
struggle with
like, oh,

like

I’m not the only person who experiences this.

Oh, I’'m one hundred percent more likely to read more!
I will definitely continue reading more after reading this book.

I haven’t read a ton about trans people,
about really transitioningand facing active
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It’s akin to what a lot of [queer] people are going through now

archaic laws
being put into place just to
exterminate certain groups!

In my book I saw
These beings with power doing terrible and unforgivable things
just because
**they have power**
People with power will abuse it for the sake of doing it
once they
**have it**

because of a fear of losing that power

showing me things that I thought were going on around me
opening my eyes to them

it has brought me a lot of comfort to read prideful books about something people have
condemned me for my whole life

And I resonate with that, not only with my sexuality But
—because I saw that they weren’t as different as I am,
which is what you are made to believe

So I liked reading the story because it made me feel like
I was like themand they were like me and vice versa.

That definitely helped me
For I had already come to terms with
my queerness, but seeing
the hero just go, and be who he was and save the day—
It helped me.

I read it and I felt normal. It was okay to have problems and
feel bad, but your
sexuality doesn’t have to be the thing that makes you feel bad.

This needs to be normalized.

In order to promote inclusivity and understanding, it is crucial
[for everyone]
to come across literature featuring LGBTQIA+ themes and characters
finding ourselves mirrored in literature: a source of
[empowerment and validation]

We can definitely promote acceptance create empathy in those who
[may not be familiar] with
these situations

it’s obvious that we all need to
[read diverse books]

so we are not in our own

echo chamber

Books like this should be used as an instructional tool to promote acceptance and
empathy.

People need to see that these stories exist.
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There is a need for more
diverse and inclusive curricula
across Texas schools. 99

participants still reflected diverse cultures and ethnicities,
further indicating the need for books for all students, not
just the overarching majority. We make the following
conclusions:

* There is a need for more diverse and inclusive curricula
across Texas schools. Educators should move away
from reading lists where every student reads the same
book. Teachers should offer book choices to foster the
representation of all students, including LGBTQIA+
students.

* This study occurred with young adult participants.
The participants’ responses suggest the need for
representation to start earlier than high school.

» Lasting positive change could require professional
development for teachers to learn to offer choice and
the benefits of diverse choices.

Policy

Today, protections for LGBTQIA+ youth are at a critical
point. This study has implications for inclusionary policies
and standardized testing. When analyzing achievement gaps in
academic performance on state tests among underrepresented
groups, English (2010) argued that government programs
for student success often require students to assimilate into
the dominant culture instead of celebrating their original
cultures. Valuing students’ cultures should involve changing
academic testing. Students might not care about tests because
texts in the tests do not relate to student experiences (Blue
& Alexander, 2012). Schulz (2009) advised educators to
consider student background and culture when administering
assessments. Offering more relatable texts to students could
produce more accurate data.

Practice

Reading scores in Texas have steadily declined; however,
the stories and novels provided to students in Texas remain
unchanged. In 2022, The Nation’s Report Card showed
that Texas ranked 47 out of 52 in eighth-grade reading on
the National Assessment of Educational Progress (National
Assessment of Educational Progress, 2022). Only 66% of
Texas students scored at or above basic reading levels, and
just 23% scored at or above proficient.

Blue and Alexander (2012) found that underrepresented
students struggle to become successful readers because

they cannot relate to what they read due to cultural
differences with the texts. Most texts in schools do not
address diversity, and educators assume that readers can
comprehend the vocabulary, no matter the context (Blue
& Alexander, 2012). Diverse books and stories should be
at the forefront of curricula, starting in kindergarten. A
student’s cultural wealth impacts cultural capital. Students
can bring their cultural wealth to a classroom to help others
become better global citizens (Yosso, 2005).

Social Justice

Despite the United States Supreme Court’s ruling in Perry
Education Association v. Perry Educators’ Association
(1983) that school boards cannot act to “discourage one
viewpoint and advance another,” school boards across
Texas are banning more books (Kim, 2022). Meanwhile,
the larger problem of students’ unregulated access to
social media and smartphones as young as age 5 remains
unaddressed (Swider-Cios et al., 2023).

Swider-Cios et al. (2023) argued that technology can
negatively impact cognitive and motor development,
problem-solving, and emotional growth, yet lawmakers
focus on removing books from schools instead of
regulating online access. While research has suggested
regulating social media, there is no evidence suggesting
students should avoid certain books. Lawmakers turn a
blind eye to the inappropriate digital content and instead
g0 to extreme measures to remove books, even as students
are reading less overall.

Reading is critical for the growth of metacognition
(Schunk, 2012), which is crucial to advancing critical
thinking (Kuhn, 1999), a key goal in education. Yet, it
is overlooked in favor of restricting access to books and
knowledge. Benn stated, “An educated, healthy, and
confident nation is harder to govern” (as cited in Moore,
2007, 1:07), illustrating the importance of empowering
students’ access to books rather than restricting it.

Resistant capital refers to the knowledge and skills
developed through challenging the status quo (Yosso,
2005). Yosso (2005) referenced Freire (1970/2000),
stating that individuals must recognize the basic structure
of oppression through concepts such as racism, capitalism,
the patriarchy (as well as homophobia and transphobia) in
order to challenge them. School leaders should take a stand
against ideologies used to suppress students who do not fit
the norm. Leaders should choose books in consideration of
students and surrounding communities, incorporating them
into classroom discussions and literature selection (Boyd
et al., 2015). Educators seeking to support and celebrate
student diversity experience vilification and become
political scapegoats. Stakeholders should collaborate to
support all students and defend their best interests.
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Recommendations for Future Research

Some studies have shown the importance of racially
diverse novels; however, little research has addressed
the impact of including LGBTQIA+ novels in curricula.
Despite the study’s small scale, the findings showed that
LGBTQIA+ novels can contribute to reading motivation
and engagement, addressing some of the existing research
gaps. This study included participant feedback, a much-
needed representation in the research literature.

Although this study included various ethnicities, future
research could focus on LGBTQIA+ students and
nonstudents from specific cultures and ethnicities (e.g.,
Black, Hispanic, Asian, Middle Eastern). Studies on
culturally specific participants, both queer and not, could
provide a deeper understanding of how culture impacts
the beliefs and impressions of different people. Bullying
remains pervasive in public schools, and LGBTQIA+
students are often the target. Scholars could also explore
how diverse novels affect school climate and culture.
Researchers could interview parents, community
members, and other stakeholders. Future studies could be
a means of increasing and emphasizing the importance of
reading and critical thinking to foster a more positive and
inclusive environment.
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Abstract: This research article uses content analysis
and descriptive analysis to examine phonics proficiency
in first-grade students having difficulty learning to
read, specifically examining those with and without
characteristics associated with dyslexia. Writing samples
from a dictation task were collected and analyzed at the

A CowmpARISON oF FIRST GRADERS WITH
AND WiTHOUT DYSLEXIA CHARACTERISTICS

beginning of the school year and after students completed
a 20-week intervention. Through the analysis process,
the authors compared students’ writing samples from
the beginning of the year to the middle of the year and
determined what changes occurred over time. An analysis
tool was developed to analyze each phonics element that
was represented in the writing samples. Utilizing the
analysis tool, the authors determined that after the 20-
week intervention, all students’ phonics knowledge grew
based on their writing from the dictation task, regardless of
their dyslexia status. Analysis included common patterns,
specific phonemes, and high frequency words. At the
conclusion of the analysis process, the authors concluded
that the ability of most students to hear and record
beginning, middle, and ending sounds in words improves
from beginning of year to middle of year, regardless of
dyslexia status.

Keywords: dyslexia, phonics, writing, early literacy
intervention, reading difficulty

ecently, parents, teachers, and researchers have
Rhad a renewed focus on phonics instruction, and

the debate around the best way to teach children to
read reemerged. This emphasis evolved from discussions
around the best way to teach students diagnosed with
dyslexia and the ubiquitous Science of Teaching
Reading movement. The current debate has focused
almost exclusively on reading with little attention being
paid to writing and the reciprocity between decoding
and encoding (Graham, 2020). However, research has
shown that students who had difficulty with decoding
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also had difficulty with encoding (International Dyslexia
Association, 2002; Shaywitz, 2003).

Few studies looked at the encoding of students with
characteristics of dyslexia and students without
characteristics of dyslexia and how their encoding
developed over time. The current study aimed to fill the
gap in the research by analyzing students’ encoding to
describe how the phonics knowledge of students with and
without characteristics of dyslexia changes over time.

Background and Literature Review

This study was a follow-up to earlier research that examined
the literacy progress of first-grade students, both with
and without characteristics of dyslexia, who participated
in Reading Recovery, a 20-week reading and writing
intervention (Kaye et al., 2022). The original study found
that all students made significant progress in the intervention,
as evidenced by their pretest and posttest scores on three
assessments: An Observation Survey of Early Literacy
Achievement (OS) (Clay, 2019), the Feifer Assessment of
Reading (FAR) (Feifer & Nader, 2016), and the Slosson
Oral Reading Test-Revised (SORT-R) (Slosson & Nicholson,
2002). However, at the end of the intervention, students
without school-identified dyslexia characteristics made
greater progress than students with dyslexia characteristics
on the OS and the SORT-R. No significant difference was
revealed between the two groups’ post-test scores on the FAR
(Kaye et al., 2022), an assessment intended to identify the
specific subtype of reading difficulty. Prior to the Reading
Recovery intervention, scores on the FAR indicated that
all students in the study had one or more types of reading
difficulty (dysphonetic dyslexia, surface dyslexia, mixed
dyslexia, or reading comprehension deficit). However, after
the 20-week intervention, FAR scores showed a reduction of
50% or more in each category of reading difficulty. Those
outcomes led us to question whether a closer look at FAR
subtests or OS tasks would reveal more detail about students’
progress or uncover differences in learning between the
students identified as having dyslexia characteristics and
those without that designation.

Because phonics and phonemic awareness play such an
important role in learning to read, we sought to examine
the relationship between the FAR Phonological Index and
the phonemic awareness task of the OS: the Hearing and
Recording Sounds in Words (HRSW) task. Phonological
awareness, the awareness of and the ability to work with
sounds in spoken language; phonemic awareness, the ability
to identify and manipulate individual sounds (phonemes)
in spoken words; and phonics, the relationship between
spoken sounds (phonemes) and written letters (graphemes),
are literacy skills that build a strong foundation for reading
and writing success (Texas Education Agency, 2019).
Analysis indicated that the HRSW task was positively
correlated with the FAR Phonological Index at both the

beginning (r = .54, p = .001) of the intervention and the
end (= .69, p <.001) of the intervention. As a result, we
were eager to understand more about the ways students
displayed their phonemic awareness through writing on
the HRSW task.

In the current study, we described and compared the phonics
knowledge of students with and without characteristics of
dyslexia to determine how phonics knowledge changed
over time and whether it differed between students with
and without characteristics of dyslexia. Specifically, this
study used the data collected in the original study and
focused on the HRSW task of the OS. The HRSW task is
an encoding activity that measures a student’s phonemic
awareness and phonics knowledge.

Research Questions

The following research questions guided this study:

1. How did knowledge of phonics elements on the HRSW
task change from the beginning of year (BOY) to the
middle of year (MOY) for students with and without
characteristics of dyslexia after receiving Reading
Recovery intervention?

2. Was there a difference between each group’s
knowledge of phonic elements at the BOY and MOY
after receiving Reading Recovery intervention?

Reading Recovery

All students in the study received Reading Recovery.
Reading Recovery is a short-term reading and writing
intervention for the lowest performing first-grade
students and is based on Clay’s literacy processing theory
(Clay, 2016; Doyle, 2019). Clay’s theory focuses on the
mental and perceptual processes required for reading
and writing (Doyle, 2019). Thus, literacy learning
is complex and multifaceted; controlling directional
behaviors, understanding language, and attending to
print (conventions, letters, clusters, and words) must be
integrated on the run in order to extract the message from
the text (Doyle, 2019).

During a Reading Recovery lesson, students participate
in message-getting and problem-solving activities by
reading new and familiar texts, working on letter and word
learning, and writing brief stories. Reading Recovery
teachers use highly individualized, explicit teaching
procedures to address phonics through the reading and
writing of continuous texts as well as by working with
letters, words, and word parts in isolation (Clay, 2016;
Harmey & Bodman, 2020).

Dyslexia

Dyslexia is an unexpected language-based specific learning
disability that affects reading and writing. Students diagnosed
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with dyslexia have typical cognitive abilities but may have
difficulty decoding, reading fluently, and encoding (spelling)
due to a deficit with the phonological component of language
(International Dyslexia Association, 2002; Shaywitz, 2003).

Dyslexia research has focused primarily on reading
difficulties and little attention has been paid to writing
(Morken & Helland, 2013). However, students with
dyslexia often have difficulty with encoding, retaining, and
accessing phonological information (Herbert et al., 2018).
Therefore, analyzing a dyslexic student’s ability to encode
helps to understand their ability to process phonological
information and potentially predict later reading ability
(Herbert et al., 2018; Ouellette & Sénéchal, 2017).

Reciprocity Between Reading and Writing

Reading and writing are reciprocal processes that represent
two different ways to learn the same thing. As Clay (2016)
states, “The knowledge you have about writing can be used
during reading, and vice versa” (p. 77). In other words,
the knowledge that makes reading possible also makes
writing possible. Students draw on general knowledge,
metaknowledge, pragmatic knowledge, and procedural
knowledge for both reading and writing (Fitzgerald &
Shanahan, 2000).

Both “reading and writing rely on related underlying
[phonological] processes” (Herbert et al., 2018, p. 843)
and require close examination of letter features and
letter combinations. Developing an understanding of the
relationships between letters and sounds and applying
these spelling-sound patterns to various words when
decoding and encoding helps students develop as both
readers and writers (Shaywitz, 2003). Writing also
encourages the recognition of sounds in words and how
those sounds correspond to certain letters (Clay, 2016,
2019; Shaywitz, 2003), which reinforces decoding
abilities. Consequently, this strong link between reading
and writing results in encoding being a strong predictor
of a child’s later reading ability (Herbert et al., 2018;
Ouellette & Sénéchal, 2017).

In fact, research has shown the strong relationship
between writing and reading (Ahmed et al., 2014;
Fitzgerald & Shanahan, 2000; National Early Literacy
Panel, 2008) and how more time spent on writing and
writing instruction improves overall reading success
(Aram & Biron, 2004; Graham & Hebert, 2011).
Multiple researchers found that writing instruction
had clear benefits to alphabetic knowledge (Aram
& Biron, 2004; Hall et al., 2014; Levin & Aram,
2012), phonological awareness (Aram & Biron,
2004; Hoflslundsengen et al., 2016), and to children’s
overall word reading (Craig, 2006; Hofslundsengen
et al.,, 2016). Orthographic knowledge, which is the
knowledge of how written language represents spoken
language, is a foundational skill that develops over time

as children learn more about the way that letters are
combined to make words. In Craig’s (2006) study on the
effects of interactive writing compared to metalinguistic
games on the early literacy skills of kindergarten
students, multiple assessments were used to determine
the orthographic knowledge of students before and
after the intervention program. Although researchers
found no significant difference between the children’s
overall phonological awareness skills, the interactive
writing group performed significantly better on word
reading and word identification tasks at the end of the
intervention (Craig, 2006). Most of the students in the
study had fairly strong scores in the area of phonological
awareness at the beginning of the study; therefore, it
may have been difficult to assess their growth in this
area. Descriptive statistics revealed that students in both
groups showed growth in phonological awareness and
their ability to hear and record sounds in words.

Likewise, Aram and Biron (2004) used a word writing
assessment and an orthographic awareness measure before
and after their joint storybook intervention and interactive
writing intervention. The writing intervention group
made significantly more progress than the other groups in
orthographic knowledge and word writing in the Hebrew
language. In Norway, Hofslundsengen et al. (2016) also
determined that students in the invented writing group
scored significantly higher than students who received the
regular preschool program in spelling and word reading
after the intervention and six months after participating
in the program. The results across multiple studies on
the improvements in alphabet knowledge, phonological
awareness, and word reading development pointed to
the reciprocal relationship between reading and writing
instruction and the importance of giving young children
opportunities to use invented spelling.

Purpose

With the Science of Teaching Reading movement, years of
literacy research regarding the role of writing in supporting
young readers has been disregarded (Sawchuk, 2023).
Additionally, children have been screened and placed in
dyslexia programs at an early age (Sawchuk, 2023). Most
of these programs have a very narrow structured phonics
approach. It is important to understand how writing,
with a focus on encoding, can reveal students’ phonics
knowledge. Therefore, this study focused on the encoding
of students with and without characteristics of dyslexia in
a research-based, early literacy intervention.

Method

Participants

The original study included 36 students from two public
school districts in a southern state (Kaye et al., 2022). One
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school was unable to find the HRSW assessment, resulting
in some of the students not being included in the current
study. Another four students did not have a dyslexia
classification on the school screener and were not included
in the current study. Therefore, this study included 28 of
the original 36 participants. Of the 28 participants, 15
were identified as having characteristics of dyslexia and
13 were identified as not having characteristics of dyslexia
according to the school’s dyslexia screener. The school
dyslexia screener was chosen by each school district based
on 2019 state guidelines. All 28 participants received
Reading Recovery, an early literacy intervention for first
graders, at the BOY. Due to students moving, the MOY
sample included 24 students.

Study Timeline

The original study was conducted during the 2019-2020
school year (Kaye et al., 2022). The BOY OS was given
to participants in the fall of 2019. The MOY OS was given
to participants after 20 weeks of Reading Recovery, in
the winter of 2020. The COVID-19 pandemic resulted in
school closures in the spring of 2020; therefore, end of
year data was not available. The present study used written
responses from the HRSW tasks at both points in time,
BOY and MOY.

Data Sources

The HRSW task of the OS (Clay, 2019) was used to
determine students’ knowledge of phonemic awareness
and phonics. The National Center on Intensive
Intervention (NCII) awarded the OS their highest ratings of
“Convincing Evidence” as a first-grade academic screening
tool and for its reliability and validity (D’Agostino, 2012;
NCTIL, 2021).

The HRSW task was developed through systematic
observation of children’s change over time in writing and
descriptive studies of how children progress in writing
(Clay, 2019). The task is used to “capture the child’s
control of sound-to-letter links. It calls upon the writer
to listen to the sequence of sounds in words and to find
letters to represent those sounds” (Clay, 2019, p. 116).
Procedures for administering the HRSW task indicate
that the observer selects one of five sentences to use in the
observation (see Appendix A). The observer tells the child
that they will read a story, and after the story is read once,
the observer will slowly dictate the brief story, word by
word, as the child listens to the sounds in the words and
writes down the corresponding letter(s). The observer may
offer some support to the child as they are completing the
task by using the following prompts: “You say it slowly”;
“How would you start to write it?”’; “What can you hear?”
(Clay, 2019, p. 113).

Data Analysis

Content analysis and descriptive analysis were used to analyze
the data from the HRSW tasks. All 28 participants were
included in the content analysis in order to better understand
how students demonstrated their phonics knowledge at the
BOY. Only the 22 participants given Form D at the BOY
and Form A at the MOY were included for the descriptive
analysis of the HRSW data (see Table 1).

Table 1. Forms Used for Data Analysis

HRSW Forms Content Analysis Descriptive Analysis
BOY MOY BOY MOY

Form A 1 23 0 22

Form B 0 0 0 0

Form C 0 1 0 0

Form D 27 0 22 0

Form E 0 0 0 0

Note. Content Analysis (BOY n = 28; MOY n = 24), Descriptive
Analysis (n = 22)

Content Analysis

Our initial data analysis was informed by content analysis
to answer the first research question about how student
knowledge of phonics elements changed over time for
students with and without characteristics of dyslexia.
Contemporary content analysis is a research methodology
of its own that draws from both quantitative and qualitative
approaches (Krippendorft, 2019). While content analysis
in literacy research is often used to identify the presence of
certain words or concepts in a text, content analysis may
also be used to analyze student writing samples in order
to look for patterns in student responses (DelJulio et al.,
2021).

For the purpose of this study, content analysis allowed
us to “quantify and analyze the presence” (Delulio et al.,
2021, p. 30) of phonics elements in student writing on the
HRSW task before and after students received 20 weeks of
Reading Recovery intervention.

We limited the focus of our analysis to the phonics
elements represented in four of the five HRSW forms that
were present in student writing. Initially, we identified the
phonics elements in Forms A, C, D, and E in the HRSW
task. We excluded Form B from our analysis because none
of'the participants in the study were given this form at either
the BOY or MOY. As a group, we looked at the sentences
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on each of the four HRSW forms to determine the phonics
elements represented. This intercoder agreement (Creswell
& Baez, 2020) on the phonics elements included in each
HRSW form strengthened our consistency when analyzing
student writing. The phonics elements and spelling of
whole words identified for analysis appear in Table 2.

We also identified and analyzed high-frequency words
(HFW) and multisyllabic words. Words coded as HFW
were determined by using Fry’s first 100 Instant Sight
Words (Fry, 2000) as presented in Words Their Way (Bear
etal., 2019, p. 333).

Table 2. Analysis of Phonics Elements and Spelling of Whole
Words

Phonics Elements Spelling of Whole Words

initial, medial, & final consonants | vowel-consonant (VC)

consonant-vowel-
consonant (CVC)

consonant digraphs & blends

consonant blends (CCVC
& CVCC)

short & long vowel patterns

consonant digraphs
(CCVC & CVCO)

r-controlled vowels

nasal vowels silent-e (CVCe)

schwa

inflected endings

We created a data analysis tool in Google Sheets based on
the phonics elements on the four HRSW forms (see Figure
1). The spreadsheet had separate tabs for HRSW Forms

Figure 1. Excerpt of HRSW Form D Google Sheet

A, C, D, and E at the BOY and MOY. Each spreadsheet
included the following information: randomly generated
student identification number, school identified dyslexia
classification, the HRSW total score, and the breakdown
of the phonics elements, spelling of whole words with
common patterns, and high-frequency words for each
word in each sentence.

The student writing samples from the HRSW task at
the BOY and MOY were divided among each of the
researchers. We then used the tool individually to analyze
the phonics elements and spelling of whole words
present in each student’s response at the BOY and MOY.
When a phonics element was represented in a student’s
written response, we entered a 1 in the spreadsheet for
that phonics element. When a phonics element was
not observed, we entered a 0 into the spreadsheet. For
example, if a student wrote bs for the word bus, then
a 1 would appear in the spreadsheet for both Initial
Consonant and Final Consonant; a 0 would appear in the
spreadsheet for Short Vowel since the u in bus was not
observed. A 0 would also appear for Consonant-Vowel-
Consonant (CVC) since the conventional spelling of the
whole word was not used.

After analyzing all students’ written responses from
the BOY and MOY, we consolidated all of the student
information onto a new spreadsheet (see Figure 2).
This final data analysis sheet included the following
information: randomly generated student identification
number, school identified, dyslexia classification, the
HRSW total score at the BOY and MOY, the total number
of phonics elements, and the spelling of whole words that
each student represented in their writing at the BOY and
MOY. The data were then sorted to group students with
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(44

After receiving 20 weeks of
Reading Recovery, all students’
phonics knowledge grew based
on their writing on the HRSW

task. 99

and without characteristics of dyslexia, as indicated on
school screeners.

Descriptive Analysis

We used descriptive analysis to answer the second
research question about whether there were differences
in the phonics knowledge of students with and without
characteristics of dyslexia at the BOY and MOY, after
receiving 20 weeks of Reading Recovery intervention.
Descriptive analysis is an effective quantitative method
for identifying patterns and relationships within a set of
data in order to better understand a phenomenon (Loeb
et al.,, 2017). According to Loeb et al. (2017), the use
of statistical tools like computing and understanding
averages, measuring variations, and creating frequency
distributions is useful for describing and comparing data.
For this dataset, we employed descriptive statistics to
describe and compare the phonics elements identified in
student writing as well as the spelling of whole words. We
were especially interested in comparing averages between
students with and without dyslexia at the BOY and MOY.
Using inferential statistics to determine significance was

not appropriate for this data set because of our small
sample size.

During our content analysis of student writing on the
HRSW task, we found that certain phonics elements were
represented more frequently in each of the four HRSW
forms. Students had more opportunities to represent
phonics elements like initial and final consonants and
short vowels than other complex phonics elements like
consonant digraphs and blends, long vowel patterns, and
inflected endings. Therefore, we narrowed our descriptive
analysis to include only the frequently occurring elements,
as shown in Table 3. In addition, we included high-
frequency words because students had more opportunities
to conventionally spell these words than other types
of words like consonant-vowel-consonant words or
multisyllabic words.

Most students were given Form D at the BOY and Form A
atthe MOY (see Table 1). The two students who were given
different forms on the HRSW task were excluded from the
descriptive analysis. We excluded students without MOY
forms from the analysis, and we also removed students
with unknown dyslexia status from the data set. We
included 22 students in the descriptive analysis in total,
with 11 identified as having characteristics of dyslexia and
11 as not having such characteristics.

Findings

Students Without Characteristics of Dyslexia

Students without characteristics of dyslexia represented
more initial consonants than any other phonics element on

Table 3. Descriptive Statistics for Phonics Elements in Student Writing

Phonics Element Students With Characteristics Students Without Number of Phonics
of Dyslexia Characteristics of Dyslexia Elements
M SD M SD Total

BOY Initial 4.00 2.72 6.73 1.42 9

Consonant

MOY Initial 10.36 0.50 10.92 0.30 11

Consonant

BOY Final 227 2.53 4.18 2.40 10

Consonant

MOY Final 9.36 0.92 9.18 0.98 10

Consonant

BOY Short Vowel 2.09 1.58 2.36 1.91 8

MOY Short Vowel 5.00 0.77 5.18 0.75 6

BOY HFWs 1.36 2.01 2.45 2.02 8

MOY HFWs 6.82 0.87 6.36 1.12 8

Note. Students With Characteristics of Dyslexia (n = 11), Students Without Characteristics of Dyslexia (n = 11)
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the HRSW task at the BOY. Some final consonants and
short vowel sounds were also recorded. Very few students
heard and recorded more complex phonics elements at the
BOY, such as digraphs or long vowels, and no students
in the study recorded consonant blends. After 20 weeks
of intervention, the content analysis of student writing
revealed that students without characteristics of dyslexia
grew in all of the phonics elements represented on our data
analysis spreadsheet, including the more complex features.
Students were also able to conventionally spell more
whole VC and CVC patterns and high-frequency words
at the MOY. While more students correctly represented
words with complex spelling elements and multisyllabic
words like foday and going at the MOY, there were limited
opportunities for students to write words with more
complex spelling elements due to their rare occurrence on
the assessment tool.

Students With Characteristics of Dyslexia

At the BOY, some students with characteristics of dyslexia
heard and recorded the initial consonants in words;
however, few students included other phonics elements in
their writing other than a small number of final consonants
and short vowels. By the MOY, however, students with
characteristics of dyslexia could hear and record beginning,
middle, and ending sounds in words. Additionally, students
with characteristics of dyslexia represented more complex
phonics elements at the MOY such as consonant blends,
long vowel sounds, and inflected endings. Students also
used their phonics knowledge to spell more whole words
conventionally by the MOY including those with VC and
CVC patterns as well as high-frequency words. While
more students seemed to grow in their ability to represent
complex phonics elements and longer words, the HRSW
task contained few of these elements.

Comparing Students With and Without
Characteristics of Dyslexia

Descriptive statistics revealed that at the MOY, students
without dyslexia characteristics were able to hear and
record more initial (M = 6.73) and final consonants (M =
4.18) than students with dyslexia characteristics (Initial
Consonants, M = 4.00, Final Consonants, M = 2.27).
Students without characteristics of dyslexia represented
only slightly more short vowel sounds on average (M =
2.36) than students with characteristics of dyslexia (M
= 2.09). However, both groups of students were able to
hear and record more initial and final consonants and short
vowels by the MOY (see Table 3). In fact, the averages for
each of the phonics elements represented in student writing
were almost the same in each of the categories for students
with and without dyslexia characteristics. Students without
characteristics of dyslexia did only slightly better with
initial consonants and short vowel sounds.

The total number of high-frequency words recorded by
students with and without characteristics of dyslexia
was also examined using descriptive statistics. Students
without characteristics of dyslexia spelled more high-
frequency words in their writing at the BOY (M = 2.45)
than students with characteristics of dyslexia (M = 1.36).
By the MOY, both groups of students were able to write
more high-frequency words on the HRSW task. Students
with characteristics of dyslexia had a slightly higher
average (M = 6.82) than students without characteristics of
dyslexia (M = 6.36).

It is also worth noting that the standard deviation of the
phonics elements present in both groups of students’ writing
narrowed from the BOY to the MOY (see Table 3 ). This
decrease in variability between average scores for initial and
final consonants, short vowels, and high-frequency words
reveals that for students both with and without characteristics
of dyslexia, their ability to hear and record sounds in words
was more similar to one another than at the BOY.

Discussion and Implications

After receiving 20 weeks of Reading Recovery, all students’
phonics knowledge grew based on their writing on the
HRSW task. In other words, the ability of most students to
hear and record beginning, middle, and ending sounds in
words improved, regardless of dyslexia status. Unfortunately,
opportunities to discern students’ knowledge of complex
phonics elements and multisyllable words were limited due
to their rare occurrence on the assessment tool. Although
students with and without characteristics of dyslexia
showed growth in these areas, the present findings warrant
further investigation. Subsequent research could employ
assessment tools that offer students more opportunities to
demonstrate their knowledge of complex phonics elements
and multisyllabic words.

Opverall findings have important implications for the types of
intervention programs that students with reading difficulties
receive. Currently, many states have passed early literacy
legislation requiring students with early reading difficulties
to receive structured literacy interventions that have a narrow
focus on phonics (D’Agostino & Harmey, 2016; Ritchey
& Goeke, 2006; Schwartz, 2022; Shanahan & Barr, 1995;
Stevens et al., 2021; Woulfin & Gabriel, 2022). Students in
this study with and without characteristics of dyslexia grew
in their phonics knowledge after a short-term, multifaceted
literacy intervention. It is critical to better understand the
types of interventions available for students and consider
early literacy interventions that support both reading and
writing processes.

Early writing plays a crucial role in the development of
literacy skills (Mackenzie, 2011, 2014; Quinn & Bingham,
2018; Rowe, 2018). Greater emphasis should be placed on
the reciprocal relationship between decoding and encoding
to better support students and inform teacher training. In this
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study, students’ writing revealed valuable insights into their
knowledge of phonics elements. Given the strong relationship
between writing and reading (Ahmed et al., 2014; Fitzgerald
& Shanahan, 2000; National Early Literacy Panel, 2008),
dedicating more time to writing instruction may be a key
strategy for improving overall reading outcomes.

Although this study had a small sample size, the results
warrant further studies on the encoding of students with and
without characteristics of dyslexia and how their encoding
changes over time. More research on how multifaceted
early literacy intervention supports the phonics knowledge
of students with and without characteristics of dyslexia
will help educators and policymakers make more informed
decisions about how to support the reading and writing
development of all students.

References

Ahmed, Y., Wagner, R. K., & Lopez, D. (2014). Developmental
relations between reading and writing at the word,
sentence and text levels: A latent change score
analysis. Journal of Educational Psychology, 106(2),
419-434. https://doi.org/10.1037/a0035692

Aram, D., & Biron, S. (2004). Joint storybook reading and
joint writing interventions among low SES
preschoolers: Differential contributions to early
literacy. Early Childhood Research Quarterly, 19(4),
588-610. https://doi.org/10.1016/j.ecresq.2004.10.003

Bear, D., Invernizzi, M., Templeton, S., & Johnston, F. (2019).
Words their way: Word study for phonics, vocabulary,
and spelling instruction (7th ed.). Pearson.

Clay, M. M. (2016). Literacy lessons designed for individuals
(2nd ed.). Global Education Systems.

Clay, M. M. (2019). An observation survey of early literacy
achievement (4th ed.). Heinemann.

Craig, S. A. (2006). The effects of an adapted interactive
writing intervention on kindergarten children’s
phonological awareness, spelling, and early reading
development: A contextualized approach to
instruction. Journal of Educational Psychology, 98(4),
714-731. https://doi.org/10.1037/0022-0663.98.4.714

Creswell, J. W., & Baez, J. C. (2020). 30 essential skills for the
qualitative researcher. SAGE Publications.

D’Agostino, J. V. (2012). Technical review committee
confirms highest NCRTI rating for Observation Survey
of Early Literacy Achievement. Journal of Reading
Recovery, 11(2), 53-56.

D’Agostino, J. V., & Harmey, S. J. (2016). An international
meta-analysis of Reading Recovery. Journal of
Education for Students Placed at Risk, 21(1), 29-46.
https://doi.org/10.1080/10824669.2015.1112746

DelJulio, S., Hoffman, J. V., Sailors, M., Martinez, R. A., Wilson,
M. B. (2021). Content analysis: The past, present, and
future. In M. H. Mallette & N. Duke (Eds.), Literacy
Research Methodologies (3rd ed., pp. 27-61). Guilford.

Doyle, M. A. (2019). Marie M. Clay’s theoretical perspective:
A literacy processing theory. In D. Alvermann, N. J.
Unrau, M. Sailors, & R. Ruddell (Eds.), Theoretical models
and processes of literacy (7th ed., pp. 84-100). Routledge.

Feifer, S., & Nader, R. G. (2016). Feifer assessment of reading.
Academic Therapy Publications.

Fitzgerald, J., & Shanahan, T. (2000). Reading and writing
relations and their development. Educational
Psychologist, 35(1), 39-50. http://dx.doi.org/10.1207/
S15326985EP3501_5

Fry, E. B. (2000). 7000 instant words: The most common
words for teaching reading, writing and spelling.
Teacher Created Resources.

Graham, S. (2020). The sciences of reading and writing
must become more fully integrated. Reading
Research Quarterly, 55, S35-5S44. https://doi.
org/10.1002/rrq.332

Graham, S., & Hebert, M. (2011). Writing to read: A meta-
analysis of the impact of writing and writing instruction
on reading. Harvard Educational Review, 81(4), 710-744.

Hall, A. H., Toland, M. D., Grisham-Brown, J., & Graham, S.
(2014). Exploring interactive writing as an effective
practice for increasing Head Start students’ alphabet
knowledge skills. Early Childhood Education Journal, 42,
423-430. https://doi.org/10.1007/5s10643-013-0594-5

Harmey, S. & Bodman, S. (2020). Learning letter-sound
relationships: Evidence and practice. Journal of
Reading Recovery 19(2), 55-66.

Herbert, M., Kearns, D. M., Hayes, J. B, Bazis, P, & Cooper, S.
(2018, October). Why children with dyslexia struggle
with writing and how to help them. Language,
Speech, and Hearing Services in School, 49, 843-863.
https://doi.org/10.1044/2018_LSHSS-DYSLC-18-0024

Hofslundsengen, H., Hagtvet, B. E., & Gustafsson, J. E.
(2016). Immediate and delayed effects of invented
writing intervention in preschool. Reading and
Writing, 29, 1473-1495. https://doi.org/10.1007/
s11145-016-9646-8

International Dyslexia Association. (2002). Definition of
dyslexia. https://dyslexiaida.org/definition-of-dyslexia

Kaye, E. L., Lozada, V., & Briggs, C. (2022). Early identification
of and intervention for children with and without
dyslexia characteristics: A comparison study. Literacy
Research and Instruction, 61(3), 298-313. https://10.10
80/19388071.2022.2059418

English in Texas | Volume 54.2 | FALL/WINTER 2024 | A Journal of the Texas Council of Teachers of English Language Arts



Krippendorff, K. (2019). Content analysis (4th ed.). SAGE
Publications. https://doi.org/10.4135/9781071878781

Levin, I, & Aram, D. (2012). Mother-child joint writing and
storybook reading and their effects on kindergartners’
literacy: An intervention study. Reading and Writing, 25,
217-249. https://doi.org/10.1007/511145-010-9254-y

Loeb, S., Dynarski, S., McFarland, D., Morris, P, Reardon, S.,
& Reber, S. (2017). Descriptive analysis in education: A
guide for researchers (NCEE 2017-4023). U.S. Department
of Education, Institute of Education Sciences, National
Center for Education Evaluation and Regional
Assistance. https://ies.ed.gov/ncee/pubs/20174023

Mackenzie, N. (2011). From drawing to writing: What
happens when you shift teaching priorities in the first
six months of school? Australian Journal of Language
and Literacy, 34(3), 322-340.

Mackenzie, N. M. (2014). Teaching early writers: Teachers’
responses to a young child’s writing sample. Australian
Journal of Language and Literacy, 37(3), 182-191.

Morken, F., & Helland, T. (2013). Writing in dyslexia: Product
and process. Dyslexia, 19, 131-148. https://doi.
org/10.1002/dys.1455

National Center on Intensive Intervention. (2021, July).

Reading Recovery. https://charts.intensiveintervention.

org/intervention/toolGRP/6c79dffc2d468866

National Early Literacy Panel [NELP]. (2008). Developing
early literacy. National Institute for Literacy. https://
files.eric.ed.gov/fulltext/ED504224.pdf

Ouellette, G., & Sénéchal, M. (2017). Invented spelling in
kindergarten as a predictor of reading and spelling in
grade 1: A new pathway to literacy, or just the same
road, less known? Developmental Psychology, 53(1),
77-88. http://dx.doi.org/10.1037/dev0000179

Quinn, M. F, & Bingham, G. E. (2018). The nature and
measurement of children’s early composing. Reading
Research Quarterly, 54(2), 213-235. https://doi.
org/10.1002/rrq.232

Ritchey, K. D., & Goeke, J. L. (2006). Orton-Gillingham and
Orton-Gillingham-based reading instruction. The
Journal of Special Education, 40(3), 171-183. https://
doi.org/10.1177/00224669060400030501

Rowe, D. W. (2018). The unrealized promise of emergent
writing: Reimagining the way forward for early
writing instruction. Language Arts, 95(4), 229-241.
https://doi.org/10.58680/1a201829527

Sawchuk, S. (2023, January 17). How does writing fit into the
“Science of Reading”? Education Week. https://www.
edweek.org/teaching-learning/how-does-writing-fit-
into-the-science-of-reading/2023/01

Schwartz, S. (2022, January 20). Which states have passed
“Science of Reading” laws? What's in them? Education
Week. https://www.edweek.org/teaching-learning/
which-states-have-passed-science-of-reading-laws-
whats-in-them/2022/07

Shanahan, T., & Barr, R. (1995). Reading Recovery: An
independent evaluation of the effects of an early
intervention for at-risk learners. Reading Research
Quarterly, 30(4), 958-996. https://doi.
org/10.2307/748206

Shaywitz, S. (2003). Overcoming dyslexia. Vintage Books.

Slosson, R. L., & Nicholson, C. (2002). Slosson Oral Reading
Test Revised: SORT-R3: Manual. Slosson Educational
Publications.

Stevens, E. A, Austin, C,, Moore, C,, Scammacca, N.,
Boucher, A. N., & Vaughn, S. (2021). Current state of
the evidence: Examining the effects of Orton-
Gillingham reading interventions for students with or
at risk for word-level reading disabilities. Exceptional
Children, 87(4), 397-417. https://doi.
org/10.1177/0014402921993406

Texas Education Agency. (2019). HB 3 Reading Academies.
https://tea.texas.gov/academics/early-childhood-
education/reading/hb-3-reading-academies

Woulfin, S., & Gabriel, R. (2022). Big waves on the rocky
shore: A discussion of reading policy, infrastructure,
and implementation in the era of Science of Reading.
The Reading Teacher, 76(3), 326-332. https://doi.
org/10.1002/trtr.2153

Appendix A

Sentence Options for the Hearing and Recording
Sounds in Words Task

Form A I have a big dog at home. Today I am
going to take him to school.

Form B Mum/Mom has gone up to shop. She will
get milk and bread.

Form C I can see the red boat that we are going to
have a ride in.

Form D The bus is coming. It will stop here to let
me get on.

Form E The boy is riding his bike. He can go very
fast on it.
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Column: A Seat and a Voice at the Table

FINDING SUCCES

By Ina R. Knight

-

Ina R. Knight is an assistant principal in an urban school
district in Texas where she coaches and supports
secondary teachers. She began her career as a secondary
English teacher with a love for American literature and
transitioned to working as an instructional specialist.
Her experience includes serving as a teacher mentor,
cosponsor of a campus writing center to promote literacy
and support student writers, and cofounder of a mentor
program for inner-city youth. She holds certifications in
secondary English, English as a Second Language, and
Educational Leadership. She can be reached at knight.
inar@gmail.com.

and wellbeing can often feel like a battle. My seat

that I now hold at the proverbial education table is
crucial in not only developing a well-rounded and well-
equipped student body, but it is also in seeing myself as
a role model to future leaders—both women and future
leaders of color. I strategize, engage, motivate, and adapt,
knowing that I must make tough decisions that do not
please everyone. But my seat at this table was not easily
achieved, and often my voice was overpowered by those
afraid of someone who did not look like a leader—in
their eyes, at least. Every skirmish, clash, and battle that
I weathered to be here had both challenges and setbacks.
While I did eventually see them as accomplishments, |
realized along the way that the reward was always going
to be seeing myself as a leader and knowing that my voice
had and will always hold incredible value.

Protecting children and investing in their education

SKIRMISHES, BATTLES, AND CLASHES:

s IN CONFLICTS .

This seat I hold as a secondary assistant principal was not
always available to me. The experiences, interactions,
and observations that led me to this seat have prepared
me for conflicts in education that I never imagined. As
an educational leader, instruction is the pillar, and I push
for students to receive the education I want for my own
children. This notion can create discomfort and disdain
from others, and sometimes, the risk is so significant that I
have considered retreating.

A SKkirmish

At the height of the pandemic, I sat at home, online, nine
months pregnant, in a deposition as the attorney fired
question after question. How often did you observe her?
How long have you been her supervisor? How long have
you been in education? How old are you? Would you
allow her to teach your children? My desire to coach and
support someone who taught longer than I had been alive
was an affront to both the teacher and her attorney. At this
moment, [ was painted as too young and inexperienced to
know that students deserved a better education. Upon our
first encounter, she immediately pushed with resistance
and intolerance. As a writing teacher, she could not grasp
integrated reading and writing, as our then-newly-revised
standards demanded:

The English language arts and reading Texas
Essential Knowledge and Skills (TEKS) embody the
interconnected nature of listening, speaking, reading,
writing, and thinking through the seven integrated
strands of developing and sustaining foundational
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language skills; comprehension; response; multiple
genres; author’s purpose and craft; composition; and
inquiry and research. (Texas Education Agency, 2017)

Additionally, she shot down instructional technology—a
tool that would become integral to success in a post-
COVID world. It took patience, cultivation, and
determination, but she began to concede by implementing
some of my feedback. However, the relationship withered
as quickly as it began, and I was in this interrogation. I kept
a poker face, stuck to the facts and, most importantly, the
truth; but [ wanted to waive that white flag badly. Who was
I to think that my voice would be welcomed or heeded?
Although the experience left me with tears and high blood
pressure in the end, the students the following year would
get the education they deserved. I would not let this derail
me from being heard or from putting student success first.

A Clash

I would experience another dust-up similar to the skirmish.
A colleague publicly called my professionalism into
question. My mission at the table is to support teachers
in sharing their talents in the classroom so students can
reach their full potential. These ideals, reaffirmed by Ross
and Gray (20006, as cited in Thornton et. al., 2020), are that
educational leaders:

have the ability to shape teacher self-efficacy and
collective teacher efficacy within their respective
buildings. Effective praise, modeling of the vision,
database decision-making and positive relationships
with teachers can positively influence teachers’ beliefs
that we can do this or that I can meet expectations. The
connections among effective leadership practices and
positive efficacy are critical because of well-established
relationships between achievement and teacher efficacy
and collective teacher efficacy. (p. 173)

I want to see teachers and students making sound
instructional moves daily, I want to watch students
grow into accomplished humans, and I want teachers
to recognize their priceless value. I hold my leadership
position with high regard and am cognizant of my impact
on how teachers and students view themselves. I enjoy
building relationships and empowering others. When
I believe in teachers and treat them with respect and as
professionals, they feel empowered to grow our students,
so we all win. When I believe in students and engage in
their lives and interests, they develop the confidence to
persevere and achieve their goals, so we all win.

The opposition ensued when my coworker did not welcome
my objective with open arms. I spent hours creating lesson
plans, modeling lessons, attending collaboration meetings,
and carefully strategizing my approach to this colleague’s
delicate nature to prove that I was in the trenches beside
her. She spewed her cynicism and resentment in an email

to our entire department. However, I had a squad in my
corner because she was not the only one I advocated for
and supported instructionally. Although I had to defend my
actions as an instructional leader, taking the high road and
demonstrating decorum allowed me to prevail.

A Battle

Sometimes, it is hard to forge on in silence when diversions
and enemies are in disguise, but I have to remain seated
and focused on the greater purpose. I remember him
standing before me, wagging his index finger and barking
orders as if he were my commander. I stood there, frozen
in time, with disbelief, anger, shock, and embarrassment
welling up again as he chastised me—a woman who
shared the same supervisor as him—Ilike a little girl. As he
shot off his list of incoherent grievances, the only words
that stood out were, “You did not ask my permission to
take these people.” Three months of microaggressions,
overtalking in meetings, and backhanded comments about
my inexperience finally came to a head. His ego landed
with a loudness. He did not like me taking charge. He did
not want people to look to me for an answer. He did not
like me having a seat at the table.

I had no clue that the battle would spring from my
supervisor asking me to organize a field trip for inner-city
students, a project traditionally taken on by a coordinator,
I jumped at the opportunity. I knew most students had
never seen the world outside their neighborhood. As a
teacher specialist who had spent previous years teaching
high school English, I was deep in the trenches of the
belief that quality writing came from exposure to stories,
experiences, and connections. I saw this as an opportunity
to help a diverse group of students explore beyond their
daily routines and their neighborhood blocks. With a small
budget and grandiose ideas, where could I take them?

I crafted every detail from permission forms, health plans,
chaperone-to-student ratios, and numerous staff emails—the
plan to The Menil was airtight. My supervisor approved the
plan eagerly, and buzz traveled through the school halls by
way of student excitement. But there was one thing I did
not account for and was ignorant of; although I sat on the
leadership team and answered to the principal, I was still
low in rank—at least in the eyes of those who did not see
the value of my voice or seat at the table. The unspoken rule
was to receive the assistant principal’s permission. Teachers
had to go through both principal and assistant principal for
final approval as chaperones. On the day of the field trip,
unbeknownst to the teachers and students, there was a battle
brewing in my office. My heart ached. The notion of having
students see what our city had to offer and how it connected
to other parts of the world quickly soured because my peers
could not see past their egos. Gratefully, the field trip was a
success—the principal made a surprise visit with a smile of
satisfaction, students explored in awe, and some shared that
it was their first time at a museum.
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Although I experienced a few bumps and bruises during
the scuffle, I healed and forged on, but most importantly,
my students walked away with an experience that no one
could take away. Students saw themselves with a seat at a
new table, and that was the larger payoff. I used my voice
to advocate for students, but the rest of the table missed the
purpose of the students’ experience. These other leaders
created these distractions to diminish what was truly at
stake and lost the core purpose. No matter how often my
colleagues tried to drown out my voice, shake the table or
yank the chair, I remained grounded and marched onward.

As someone who brings experience, perspective, and strength
to the table, I know there will always be encounters, conflicts,
and clashes in leadership. Proving my worth to people who do
not take the time to value multiple perspectives is often half
the battle. This seat means often being ignored at the table
or being a target. Too often, women, especially minorities,
experience the latter.

My Seat, My Table, A Change for the Better

I can recall an incident that resulted in a campus
lockdown. Two female students of color reported that
another student had a weapon on campus. I remember
familiar emotions of anger, sadness, and shock engulfing
me as a different administrator was immediately red-
faced, and he yelled, threatened, and pointed in their
faces with threats of arrest if their accusations turned out
to be false. As I saw the interaction begin to escalate, |
stepped in. I could not help but wonder what would have
happened had I not been present to advocate for them or,
later, report the disrespect heaped upon these students by
an adult. As the investigation progressed, the two students
waited patiently, quietly, and nervously in my office. The
administrator located the student and weapon, but an
apology and expressions of gratitude to the heroines never
came. What would have happened had I not stepped in?
I do not know how it would have escalated beyond the
condemnation, but I ensured he saw them as truthful and
saw me as their protector and voice.

The United States Government of Accountability Office
(2024) released a report highlighting that “Black girls

6

While protecting students is a
mission, advocating for more
representation in prominent
programs and roles is integral to
growing an even bigger, more
inclusive table. 99

reported feeling less safe and less connected to their schools
than other groups of girls” (para. 3). And while school
connectedness has been linked to positive educational
and other outcomes, school counselors and psychologists
“noted that many teachers encourage girls to uphold a
quiet, docile form of femininity” (para. 2). Both female
leaders and students are ignored in academic spaces but
are then targeted for behavior. A seat at the table is fighting
the stereotypes that minority students face while trying
to get an education—and that women face when trying
to lead future generations. While protecting students is a
mission, advocating for more representation in prominent
programs and roles is integral to growing an even bigger,
more inclusive table.

As a student, I cannot recall one of my high school teachers
resembling me. Growing up in a suburban school district,
the only African American teachers I encountered were two
coaches and a substitute. I can recall two administrators—
one during middle school and the other in high school—
but there was no African American teacher representation
in the advanced classes. Reflecting on my teenage years
and other moments throughout my educational career,
I realize that the lack of representation and of being
ignored started in the classroom as a student. I was quiet,
participated in various activities, and was academically
above average. Besides the occasional wrong decision, I
went unnoticed. When I became a teacher, I saw this same
notion in students: quiet, good grades, and ignored.

Four years into my career, the leadership team pulled
out my chair, as well as several other colleagues’
chairs, and welcomed us with an opportunity to pilot an
interdisciplinary program focused on careers in the medical
industry and pre-advanced classes. Through this program,
we bonded with one another and our students solidifying
the notion that “while positive student-teacher relationship
perceptions are essential indicators of student achievement,
multiple studies have identified high levels of teacher self-
efficacy to correlate with student achievement” (Thornton
et al., 2020).

We were in the battle together as we shelled out cross-
curricular lessons, college visits, and hands-on experiences
for our students. This chair later added another layer
with a chance to serve as a teacher leader, providing a
literacy lens to multiple subjects. Critics balked, and
there were more rumblings about my promotion than
the underrepresentation of African American teachers
and students in the advanced programs. With comments
of tokenism and underhanded skepticism casually tossed
around, I had to remind myself of my purpose. I wanted
my students to see someone I often missed while in
school. T wanted them to see themselves and what they
could become and achieve. I consider many of my female
colleagues’ seats a win; we brought the perspective of a
different generation and minorities who succeeded despite
the lack of representation around us. My seat opened the
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doors for so many students who were first-generation
college graduates or it helped create a stronger foundation
for them. There is a feeling of victory when I see or hear
stories of past students’ success, especially students who
look like I do, and knowing that my advocacy for them
could have been the start for them.

As a secondary assistant principal, I believe this seat is
more important than ever and serves multiple purposes
regarding representation. “School leaders, whether of
a preschool, primary school, middle school, or high
school, seemed to be the keystone to the school being
able to realize and reach its goals” (Whitehead, 2009, p.
32-B), and I want to serve as a beacon to educators who
work beside me. I want to provide support as they forge
their identities as coaches, disciplinarians, mentors, and
caregivers. In addition to serving as a resource for leaders
on my campus, it is crucial to advocate for students as they
navigate academics, friendships, challenges, and life’s
constant changes. If there are more of us using our seats
for good, then there will be more positive representations
for our students to see and more advocates fighting for
their success.
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By Lacy Woods

Lacy Woods is a passionate educator whose drive comes
from inspiring her students to reach for their dreams.
She champions the belief that every student deserves to
be given a chance, regardless of their past, to see their
greatness within themselves. Her recent accomplishments
include being the Bay City Chamber of Commerce BCISD
Educator of the Year, serving as a contributing author to
an assessment guide being published internationally in
2024, and receiving a 2023 University of Houston-Victoria
Distinguished Alumni honor. In December of 2023, she
graduated from the University of Houston—Victoria with
her MEd in Curriculum and Instruction for Secondary
Education with a concentration in English. She can be
reached at lacylwoods@gmail.com.

mid the daily stresses that educators experience,
Awe must find ways to reignite the passion for

teaching. This tension is realized even more
sharply on testing days. We pressure ourselves to be
perfect and help our students to earn high scores. But
are we pushing ourselves beyond what is realistic? Walk
with me through a typical State of Texas Assessment of
Academic Readiness (STAAR) testing day. Perhaps it is
possible to shift from the mindset of being picture-perfect
to being vulnerable enough to show real insecurities
and struggles and model how to live healthier lives.
Perhaps our passion for teaching is more important than
perfection. Perhaps being perfectly imperfect is better for
us ... and for our students.

Acknowledging Imperfections
Fireflies
A bright light in the dark
One ... Two ... Three. “Oh, look, another one.”

Always in desperate search for another spark’

Some educators doubt their professional abilities due
to constant data analysis or observation ratings, while
others feel guilty about not being fully present in their
personal lives, and still others sit in silence only to view
their achievements as a stepping stone to some imagined
extravagant ending. Like a kid watching for the next glow
of a firefly, each teacher desperately holds on to those
sparks of joy to get them through to the next one. So
naturally, in between the classroom victories, we depend
on the weekend like a bright light in the dark.

Holding on for those 2 precious days of a weekend so that
we can relax and enjoy ourselves is seemingly pointless.
The grip on relaxation slips away with every ping of an
email, and notifications of calendar invites flood your
phone, taking you away from the present and launching
you into future responsibilities. For me, the thoughts of
needing to prepare for future tasks eventually take over
and win, making me feel overwhelmed and inadequate.

“Fireflies” is an original poem crafted by the column author to
frame the sections.
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The name for this feeling? The Sunday scaries. According
to Raypole (2020), “A form of anticipatory anxiety, the
Sunday scaries involves nervousness and dread about
something that hasn’t happened yet: the week ahead” (para.
2). As aresult, the idea of being a superhero takes over, and
we convince ourselves that we can do it all, because what
harm could it do to work on your laptop while your family
is watching the Sunday football game?

The truth is that we are all victims of feeling like fakes
at times and are simply going through the motions of
life. We prepare, plan, and grade, all to ensure that our
teaching produces our best product, yet the demands of
perfection are fed by the constant observation, feedback,
and growth tracking measures. Through constant
drilling and reminders, we are told to strive for progress.
However, this leads to mental health struggles for many
of us. This struggle also has a name: imposter syndrome.
Booth (2024) wrote, “Imposter syndrome is when you
doubt your own skills and successes. You feel you’re not
as talented or worthy as others believe, and you’re scared
that one day, people will realize that” (para. 1).

All of this pressures us to overcome those Sunday scaries
by multitasking, and we cover up that imposter idea with
the extravagant lessons and shows we perform. When did
the idea of a classroom change from being a safe space
for our kids to existing as a stage where we showcase
ourselves to be the brightest star of the group?

Notwithstanding this performance anxiety is the reality
that none of it matters if there is no focus on the small
moments of laughter, support, communication, and
honesty that build into a carefully crafted rapport over
time. I will never forget the time that I had broken both
ankles and was teaching from a wheelchair, which
limited my power zone and minimized my lesson variety.
However, even though those high school students saw
me struggling and could have easily had behavior issues,
they helped me and their peers every chance they could,
creating a classroom environment that thrived in content
and socio-emotional lessons. Many of those students in
that group became nurses or military members because
they learned they had a passion for serving others! Often,
those small acts of vulnerability are our biggest wins,
probably some of the ones we may never even realize
we won. Instead, those moments slip through the cracks
to give way to the concept of needing to be more and do
more.

Embracing Imperfections
Night fades to day
The routine of life begins again

1 sit at a loss for what to say

The bright spotlight of the sun takes over the glow of
the night, and a new day begins. Much like the fireflies’
freedom to glow bright in the cover of the night, the sun
rises on another day and the mundane obscures the magic
of their light. The mundane routine of a typical teacher’s
day dulls the sharpness of moments worth remembering,
even on a testing day that should be anything but typical.

5:45 a.m.—The alarm goes off just like it does every
morning. Instead of hitting snooze, I find myself already
up and anxious as I am every year on the STAAR test
days. My mind is full of an anxiety-ridden checklist:
“Did I do enough to prepare them? Yes. Are they really
ready? Yes. Do they know I will love them regardless as
long as they do their best? Yes.” It repeats over and over,
as though I am unable to actually check off the items.

7:00 a.m.—The drive to work is filled with glances at the
clock and sounds of country music playing over the white
noise of the road. Finally, after what feels like forever, I
shift my car to park and rush to get the testing classroom
set up.

7:15 a.m.—The room is hot and humid, and my shirt is
drenched with sweat, which is nicely hidden thanks to
the signature black testing outfit I wear every year. The
fan on the floor is adding a steady hum to the otherwise
deafening silence of the eerily silent room, a silence that
I will soon have to enforce. One last glance around to
make sure everything is in place.

7:25a.m.—RING, the mechanical sound of the passing
bell blares through the building, signaling that it is
showtime. My smile is plastered on, and kids are actively
seeking me out in the hallway. Some need a hug, some
need tough love, some need a pep talk, and ... some need
to avoid eye contact as their way of pretending I don’t
exist.

7:53 a.m.—The student list has been checked not once,
but TWICE. All are in their designated seats, looking up
at me with a mix of terror, indifference, and confidence
that comes only with standardized testing. Now it is
time to read aloud the script of directions meticulously;
despite my nerves, it seems to flow smoothly as I read it
word-for-word to the room.

8:15 a.m.—Finally, we are all settled in. The attendance
list is posted, and the students are working. Now, I begin
my silent watch and constant pacing around the room,
monitoring each and every row.

8:18 a.m.—And lap 2 is finished. Maybe I should check
the time? HOW has it only been 3 minutes since I last
checked???

9:10 a.m.—Oh, there is a hand up. Nice! We made it a
little while before the first kid asked to go to the bathroom.
He has not even signed out of the room before the next
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hand goes up for the same reason. The restroom queue
has begun with the wait time to be determined by the hall
monitors in charge of the red rope guarding the throne.

10:10 a.m.—Who is peeking in the window? Do they
need papers? Ohhhh, they are moving their hands in a
breaking motion. YES!!! I totally just realized I have not
taken a restroom break yet.

10:14 am.—I walk back in the room from the quiet
hallways that are filled only with the sounds of sneakers
squeaking and keys bouncing. That took only 4 minutes;
I thought that was at least 8. TIME IS CRAWLING BY.

11:30 a.m.—Since most students are finished, we make
plans to send kids back to class, coordinate serving
the testing students their lunches, and switch rooms to
consolidate their testing areas for those students still
working.

12:00 p.m.—I scarf down the protein shake that has been
sitting on the desk since this morning and chug as much
water as I can. I totally forgot to hydrate, and the gallon
jug I drink daily is mocking me with its fullness.

1:00 p.m.—It has been 30 minutes going on a lifetime
since being back in a testing room. The yawns of
exhaustion are fighting to break free with the continuous
movement of steps being the only thing keeping those
yawns trapped.

2:15 p.m.—Umm, the ticking clock pounds my eardrums
as the time races away for the last tester to finish. My
partner and I exchange uneasy glances as we monitor the
last tester in the school. The rush of adrenaline combined
with the nerves I have for the tester are making me
nauseated.

2:58 p.m.—My heart finally settles back in my chest after
my last student turns in the test.

3:00 p.m.—Our first student officer-led Texas Association
of Future Educators (TAFE) meeting begins. Oh, and we
have a special guest for this one. The room is filled with
20+ students excited about a future in education.

3:45 p.m.— finally sit at my desk in the complete silence
of an empty room. My head is full and empty all at once.
Staring at the wall only passes the time I do not have to
give. Yet again, the mind starts its nasty comments: “Who
am I to be the one that these students trust? How do you

(44

What may have been small
moments for others were the
big ones to me, and they have
shaped my teacher’s heart. 99

know what they need from you? Why are you trying to
lead this group of young lives to face the rocky journey
of an education career?”

Honoring the Only Perfection
Another moon rises in a different phase
Hope fills the air as fireflies glow

Inside, something is set ablaze

I may not see it in all those fragments of a not-so-mundane
day, but as the scenes fill in, my purpose slowly becomes
clear. To empower students to grow into their own voices,
we must model that for them. I am a conglomeration of
those on my journey. I can be the soft, nurturing voice of
the mothers I know, I can be the tough-love exterior that
I have learned from the strong individuals in my life, or
I can be understanding of the test anxiety based on my
personal experiences. What may have been small moments
for others were the big ones to me, and they have shaped
my teacher’s heart.

Perfection is a goal we set out to meet without realizing
it is a figment of our imagination designed to keep us
from becoming stagnant. That exact battle with worry
and doubt is the internal struggle that naturally makes an
individual perfect for the heavy role of an educator because
it is their natural instinct to do their absolute best to meet
their students’ needs. We never want to fail or disappoint
those we care about, but we also gradually learn that we
are supposed to fail in order to grow. Being human means
being flawed, but admitting faults and being brave enough
to be vulnerable is the driving source for it all. What is
society without the acceptance that we are equally made of
DNA and matter? Like the fireflies in nature, we each have
our unique qualities that make us glow with passion, but
where we got it wrong is that we try to outshine one another
(and sometimes our students!) instead of embracing each
individual’s light.

The joy for teaching is dying because so many people
worry that they will be unable to fulfill all the expectations
placed on them with perfect success. Humanity that once
was the foundation of the education system has lost out
to formulas and algorithms that are designed to cater to
the perfectionist mindset. As a result, so many educators
are left standing at the crossroads having to decide to trade
their passion for their wellbeing. Americans overall should
reflect on how the value of education has diminished at the
hands of our society because not one individual is fully
to blame. TV shows, movies, social media, politics and so
much more have placed the value of education at an all-
time low and created a negative dialogue that feeds the fire.
Consequently, the students become apathetic, the parents
view teachers as less than them, and the leaders have to
work harder to prove the value of education. This has
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created a resulting shift in perspective—from embracing
the nurturing humanity of teachers to idealizing robotic
perfectionism—that is pushing the focus of education away
from the root of it all: the students. We must encourage
change by being out-of-the-box thinkers who are unafraid
to expose our vulnerability, advocate for good, and embrace
all voices. In our teachers’ hearts, we must embrace the
only perfection: being perfectly imperfect.

The gold glow of greatness burns bright
One ... Two ... Three. “Oh, look ... another one.”
Our light spreads and is catching flight
Fireflies.
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Column: Teaching Outtakes

\

THE TRADITIONAL APPROACH:

By Addison Davis

Addison Davis is an eighth-grade English language arts
teacher at Edgar Allen Poe Dual Language STEM Middle
School in the San Antonio Independent School District.
He is currently pursuing his MEd at Southern Methodist
University with a focus in literacy. He can be reached at
Addison.Davis.23@tfacorps.org.

Title 1 school within the San Antonio Independent

School District, I encountered a significant
challenge—maintaining student engagement during the
last periods of the school day. These periods often felt like
a battle between my students’ growing restlessness and
my efforts to keep them focused on the content. Initially, I
relied heavily on traditional, analog methods—pencil and
paper assignments, note-taking, and other activities that
required fine motor skills.

D uring the latter half of my first year as a teacher in a

I remember one particular afternoon in February. It was
fifth period, and I could see the exhaustion on my students’
faces. We’d been working on paragraph structure using
lined paper, but by the third paragraph, I noticed Melissa,
usually one of my more focused students, doodling in the
margins. Braden was staring at the clock as if willing it to
move faster. Their pens moved slowly, and each completed
sentence seemed like a small miracle. It was clear that
my usual methods of engaging them weren’t working
anymore.

In retrospect, I realize that research, like the work of Thara
et al. (2021), which highlighted the role of handwriting in

A STRUGGLE TO ENCGAGE

learning and memory, also warned that overreliance on
such practices without balancing with modern tools may
hinder engagement, especially in students accustomed to
digital interaction. At the time, I was not aware of this
research, but the disconnect between my students and the
traditional methods was apparent.

The Gamification Experiment: A New Hope

As the school year drew to a close, I realized that relying
solely on paper-and-pencil approaches could not sustain my
students’ interest; their energy waned, and I could see how
much they struggled to stay focused. My academic coach,
a mentor who had taught in an era before Chromebooks
became common in classrooms, encouraged me to stick
with traditional methods. However, my experience with
technology—thanks to my undergraduate degree in
cybersecurity—Ileft me hopeful about its potential.

I turned to research for guidance and discovered the work
by Reed etal. (2020) on gamification. The study illuminated
how gamified learning tools could bolster student
engagement, particularly in middle school. Inspired by my
coursework at Southern Methodist University, I decided to
introduce game-based learning tools like Quizizz (https://
quizizz.com/?Ing=en), Kahoot! (https://kahoot.com), and
Quizlet (https://quizlet.com).

Quizizz (https:/quizizz.com/?Ing=en) became a game-
changer during a grammar lesson one afternoon. My
students had been struggling with identifying dependent
and independent clauses. Using Quizizz, I created a game
that not only tested their knowledge but also provided
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immediate feedback. I noticed one student, who often
struggled with traditional quizzes, light up when he
correctly answered three questions in a row; he later told
me, “It felt like a game, not a test, so [ was not as nervous.”
This transformation in how my students approached
assessments was one of the biggest successes.

e While the integration of these

digital tools initially led to a
noticeable improvement in
student engagement, I soon
discovered that relying solely
on them had its limitations. 99

Kahoot! (https://kahoot.com) proved to be another
powerful tool, particularly for warm-ups, exit tickets,
and checks for understanding; its interactive visuals
and immediate feedback kept students engaged, turning
learning into a dynamic and competitive experience.

Quizlet (https://quizlet.com), on the other hand, allowed
my students to practice at their own pace. During our
unit on essay editing, I used Quizlet to create flashcards
focusing on commonly misused words, transitions, and
thesis statements. Jeff, who had struggled with creating
coherent arguments, used these flashcards to revise his
essay; his final draft was much clearer, and he earned one
of the highest scores in the class. “I finally understand how
to organize my thoughts,” he told me, illustrating how
effective self-paced learning could be. Self-regulation can
be a key to many levels of student success:

In recent years, the method strategy instruction has
received more attention which builds on self-regulation
as one of the core components. The consensus that
self-regulated learning is important for academic and
lifelong learning is well established and Dignath and
Veenman (2021) emphasize the role of direct Strategy
Instruction as a framework for activating self-regulated
learning in the classroom. Strategy instruction is a
collective name for interventions focusing on self-
regulation, self-efficacy, and meta-cognitive strategies.
(Kalmendal, et al., 2024)

The Blended Learning Realization: Striking a Balance

While the integration of these digital tools initially led to
a noticeable improvement in student engagement, I soon
discovered that relying solely on them had its limitations.
The novelty of these tools began to wear off, and some
students reverted to their previous levels of disengagement.

Through reflection, I realized that a balanced blend of
both analog and digital methods was the most effective
approach; switching between these two modalities kept
my students, metaphorically, on their toes and catered
to diverse learning preferences. Research supports this
blended approach, as a study showed that handwriting,
as opposed to typing, positively influences learning and
memory (lhara et al., 2021).

From hindsight’s elevated vantage point, the most important
lesson I gleaned is the critical nature of adaptability and
balance in teaching. While technology offers tremendous
opportunities to enhance student engagement, it is not a
cure-all; my breakthrough came when I found a way to
blend traditional and modern methods to create a dynamic
and responsive classroom environment that catered to the
diverse needs of my students.

One particular day, | implemented this balanced approach
in a 45-minute lesson on editing an essay draft. The class
began with a 10-minute Kahoot! (https://kahoot.com)
warm-up to check their understanding of the previous
day’s lesson on thesis statements and supporting details;
the excitement in the room was palpable as students
hastily grabbed their Chromebooks to participate. I
perceived from the immediate feedback that a good
portion of the class had a solid grasp, but a handful
needed additional support; this quick check allowed me to
address misconceptions regarding pertinent foundational
facets before diving deeper.

For the core of the lesson, I used the gradual release of
responsibility model. The I Do portion involved walking
students through the editing process using Google Slides
displayed on the smartboard. I demonstrated how to
spot and correct common errors, such as subject-verb
agreement and punctuation mistakes, by marking up a
sample essay on paper; this was my implementation of
the analog medium. Students followed along, using their
notebooks to annotate their own sample essays in the
same way. This analog method encouraged them to slow
down, think critically, and engage with the content in a
tactile way.

In the We Do phase, I switched back to Chromebooks.
Students used Google Docs to begin editing their own
drafts. They applied what we had discussed, but this time,
they had the advantage of real-time digital tools like spell
check and grammar suggestions; these allowed them to
reflect on both analog and digital methods of editing.

For the last 10 minutes, I used Quizizz Al (https://quizizz.
com/quizizz-ai?lng=en) for the exit ticket. The Quizizz
allowed me to give certain students extra time, implement
dyslexia-friendly fonts, and reduce the number of
answer choices for those who needed more support. This
scaffolded approach not only kept all students engaged but
also provided me with valuable data on their individual
progress. These became essential data sources to input in

English in Texas | Volume 54.2 | FALL/WINTER 2024 | A Journal of the Texas Council of Teachers of English Language Arts

78



my data trackers. By blending both traditional and digital
tools, the lesson was able to meet a wide variety of learning
needs while maintaining engagement from start to finish.

Lessons for Future Educators

For educators facing similar challenges, | advise remaining
open to experimentation; drawing from both traditional
and contemporary methods can offer flexibility and meet
students’ dynamically evolving needs. I learned that being
open to gaming options changed not just my perception of
learning, but more importantly, it changed my students’
engagement and performance. The Stanford Report
is an ever-present reminder for modifying classroom
instruction to reflect newer methods in that “Technology
is a game-changer for education—it offers the prospect of
universal access to high-quality learning experiences, and
it creates fundamentally new ways of teaching” (Spector,
2024, para. 2).

Engage with current research. Academia generates
valuable insights that can transform your classroom;
I dream of research article discussions in weekly
professional learning communities (PLCs) to inspire
innovation. Incorporate innovative tools, but always be
mindful of potential pitfalls, and be prepared to adjust your
approach as needed. The most effective teaching remains
flexible, informed, and centered on the learner.
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word count. Include a statement confirming that the
manuscript is original, free of artificial (Al-generated)
text, and has not been submitted or published
elsewhere. At the bottom of the page, please provide
the name(s) of the author(s), highest earned degree,
and current professional position. Denote the lead
author who will be listed first and the primary contact.
In addition, include the primary contact information,
address, telephone number, and email address.

*  Biography page document. Include a short, two- to
three-sentence biography for each author, ending with
an email for contacting each author.

*  Abstract & keywords page document. Please include an
abstract of 150-200 words and a list of five keywords
pertaining to your manuscript. Format this with the
word “Abstract” in bold, centered at the top of the
page. Follow with the abstract text. Under this, indent
your keywords list and italicize the word “Keywords.”

*  Manuscript document. Center and bold the title of the
manuscript across the top of the first page. Number
each page in the top, right-hand corner, starting with
1. Following the introduction, long papers should
be divided into appropriate sections with headings.
First-order headings should be centered, boldface,
uppercase and lowercase headings. Second-order
headings should be flush left, boldface, uppercase and
lowercase headings. Third-order headings should be
indented, boldface, italicized, uppercase and lowercase
headings. For further heading levels, see the most
current APA manual. Quoted literary material, such as
lines from poetry, should include attribution with the
original author’s name and title of work.

Please note that these are submitted as separate files: e.g.,
cover letter, abstract/keywords, tables/figures (each in a
separate file), and full manuscript text.

Tables and Figures

Each table and/or figure should be provided in a separate
file. All artwork to be submitted to the printer should be
high resolution output, 1200 dpi preferred, or clean solid
black-and-white laser output at no less than 300 dpi. When
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emailing figures, do not compress files; instead, send as
original image sizes. (Consult the Editors for details.)

The desired location of tables and figures in the text should
be noted (e.g., <insert Table/Figure # here>), and figures
should be numbered appropriately so that they correspond
to the mention of them in the text. Consult APA for
formatting tables and figures.

Crediting Sources

See the Publication Manual of the American Psychological
Association (7th ed.) for a complete guide.

Citing References in Text

Citations should be given in the text by enclosing in
parentheses the surname of the author(s) and the year of
publication; the page number(s) should be included when
a direct quotation is used:

(Jones, 2010)
(Jones, 2010, p. 156)

A special note about email citations: L. A. Chafez
(personal communication, March 28, 1997). Note: this is
not included in the reference list.

Reference List

References for all citations should be typed, double-spaced,
formatted with hanging indent (instead of manual returns
and tabs/spaces), and listed alphabetically beginning on a
new page following the text.

*  Journal Article
Author, A. A. (year). Title of article. Title of
Periodical, v(xx), pp—pp. DO, if available

e Journal Article with an Article Number or eLocator
Author, A. A. (year). Title of article. Title of Journal,
v(xx). Article no. or eLocator. http://www.website.org

*  Book
Author, A. A. (year). Title of book. Publisher Name.

*  Report by Government Agency or Other Organization
Author, A. A. (year). Title of report. Publisher/
Organization Name.
http://www.website.org

»  Webpage on a Website with a Named Author
Author, A. A. (year, month numerical date). Title of
article. http://www.website.org

*  Webpage on a Website with a Group Author
Organization Name. (year, month numerical date).
Title of article.
http://www.website.org

All accepted manuscripts are subject to editing. The guide
for style is The American Psychological Association for
documentation. In some instances, however, TCTELA

reserves the right to use unique stylistic elements for
aesthetic purposes. Manuscripts not submitted in this
format may be returned to authors for revision at the
Editors’ discretion. Note: Manuscripts will not be
returned to authors after the final design process has been
completed. Questions concerning all editorial matters
should be directed to the Editors.

Reproduction of Contents

This journal is copyrighted. Reproduction is authorized
if reproduction is for classroom or educational use in a
nonprofit institution where copies are made available
free of charge beyond the cost of reproduction and where
each copy includes a full citation of the source. Other
reproduction requests are handled by the Editors. Email
EnglishinTexas@uhd.edu for any permissions requests.

Evaluation of Manuscripts

Manuscripts are accepted for consideration with the
understanding that they are original (with no Al-generated
text), have not been published previously, and are not being
considered simultaneously for publication elsewhere. The
right to reject any manuscript or to return it to the author
for format, style, or other revisions before accepting it for
publication is reserved by the Editors.
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Purchase orders are not accepted for membership. Membership is nonrefundable.

Name:

Home Address: City: State: ___ Zip:

Email: Phone:

District/Business Name:

Title/Position: School:

Benefits of paid membership include:

¢ Print and digital subscription of English in Texas e Digital back issues of English in Texas — starting 2011
* Discounts to the annual conference ¢ Opportunities for additional PD via webinars
e Texas Voices, digital subscription ¢ Full access to our online PD portal, PD2Teach

Membership type: (Select one)

[1 $75/yr Supporting Membership - Professionals who support education and offer a product to educators

[1 $52/yr Professional Membership - Standard membership for a teacher, administrator, graduate student, or consultant
[ $25/yr Retired Membership - No longer working in the industry, in any capacity

01 $20/yr - Undergraduate Student Membership — Graduate students must join as a Professional Member

Select your section: (Required)

Elementary School Omiddle School [High School [Teacher Development

Areas of interest: (Optional)

JAmbassador [English in Texas Reviewer [Literacy Education Day IWebinars

[IRising Leader (Local Arrangements (Conference) [ITexas Voices Contributor

Payment Type (Required)
[Icheck # (enclosed) Credit Card: [Visa [IDiscover [ImasterCard

Card number: Expiration date: CwW

Billing address:

Name on card:

1 authorize TCTELA to charge my credit card in the amount of $

Signature: Date:
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TCTELAADVERTISING INFORMATION

The Texas Council of Teachers of English Language
Arts, with 1,000+ members, represents a dynamic field
of educational professionals. The following publications
represent numerous direct marketing advertising avenues
that reach the English language arts teachers in Texas.
Advertising in more than one publication can provide you
with two months to a year of exposure for your company.

ANNUAL CONFERENCE PROGRAM

Each year, the Texas Council of Teachers of English
Language Arts publishes a conference program that is
distributed to 900+ conference and tradeshow attendees.

Digital Conference Program Ads

Size (width x height) Cost
Full Page 7.25" x 10" (vertical) $500
Half Page 7.25" x 4.25" (horizontal) $400
Half Page 3.5" x 9.25" (vertical) $400

ENGLISH IN TEXAS BIANNUAL JOURNAL

Each spring and fall, the Texas Council of Teachers of
English Language Arts publishes the English in Texas
journal. These comprehensive writings by renowned
literacy experts and editor-chosen selections are highly
coveted collections of “best practices” that are kept as
classroom resources for their rich content.

English in Texas Journal Ads

Size (width x height) Cost
Full Page 6" x 7.8" (vertical) $800
Half Page 6" x 3.75" (horizontal) $500
Half Page 2.8" x 7.8" (vertical) $500

TERMS & CONDITIONS FOR ALL PUBLICATIONS

Only electronic art will be accepted for full color
advertising. Additional fees will be billed for any ads that
are not electronically submitted.

1. No cancellation accepted after closing date.
2. No agency commissions or cash discounts.

3. All advertisements are accepted subject to the policies
and approval of TCTELA.

4. TCTELA reserves the right to withdraw an
advertisement at any time without prior notice to
the advertiser. Advertisers and advertising agencies
assume all liability for advertisements printed
(including text, representation, and content) and
assume responsibility for any claims arising therefrom
or made against TCTELA.

5. Publisher's limits of liability in event of error will be
to publish corrected ad once on which a charge will be
made, but paid credit transferred from the ad in which
the error occurred.

6. Contract space must be used during the two-issue
period. On contract advertising, new copy must be
received no later than the copy deadline date.

7. Advertising rates are subject to change. Contact
TCTELA Office for information on current rates.

8. Off-sized ads will be billed at the next highest standard
size. Prices are for advertising space for electronic art
and do not include production fees, typesetting, design,
or other value-added service charges. Electronic art
is requested. Film submissions will incur additional
charges. See also, Advertising Specifications.
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TCTELAADVERTISING SPECIFICATIONS

PRODUCING YOUR AD

Dimensions. See the Advertising Information page. Ads,
especially partial-page bleed ads, should be designed so
they can be placed on either left or right pages. Inside
margins are .5" and outside margins are .25".

File Type. Please send your final ad for submission as
a high-res PDF, TIF, EPS, PNG, or JPG. See Image
Resolution below for acceptable file sizes. TCTELA bears
no responsibility for substandard print quality of files that
are not 300 dpi resolution or better. Ads created in Word,
Publisher, PowerPoint, Canva, or other applications may
not be usable.

Type/Fonts. Adobe Type I fonts are preferred, TrueType
fonts are acceptable. Choose bold or italic fonts when
needed; don't apply bold or italic styles to plain fonts or
your type may not output correctly. To avoid font issues
with EPS files, all EPS fonts must be turned to outlines.
If you are knocking out white type against a black
background in a color ad, make your background a "rich
black" using C-60, M-40, Y-40, K-100.

Crop Marks/Bleed. Use crop marks to indicate bleed and
trim. Offset your crop marks enough to keep them out of
the bleed.

Image Resolution. All bit-mapped images must be at least
300 dpi—do not enlarge 300 dpi images more than 112%.
TIF or JPG files containing text should be 600, 800, or
preferably 1200 dpi.

Colors. Use process CMYK colors (not RGB, spot, or
index colors) for cover ads. For portions of your ad using

black, please use a "rich black" mix of C-60, M-40, Y-40,
K-100. Use grayscale for inside-page ads. Do not embed
color profiles in image files. Spot color is not available.
All cover ads that require PMS colors must Promatch.
Metallic colors are not available.

Density of Tone. In black-and-white ads, a tone density
greater than 85% may fill in on press.

SENDING US YOUR AD

Send us your file via e-mail if it does not exceed 10MB when
zipped. For larger files, please upload to a service such as
Dropbox or Google Drive and provide a link with sharing
turned on. We do not accept ad submissions via FTP.

Send your ad to info@tctela.org.

PROBLEMS

Any intervention required by TCTELA or our printer
may result in additional charges to the advertiser. If we
encounter a minor problem with your ad, we will attempt
to fix it and let you know what the problem was. If we
cannot fix it, we will ask you to correct the problem and
submit a revised file on disk via overnight delivery, or FTP
to the printer directly, assuming our deadline permits it.

The most common problems include images that are too
low-resolution, incorrect ad sizes, images not converted
to CMYK or grayscale respectively, text outside the safe
area, ads created in nonstandard or Windows applications,
and embedded color profiles that add LAB color.
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