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The foreign-born population in the United States increased by 57% from 1990 

to 2000 (U.S. Census, 2003). A substantial growth for minority and immigrant 

population groups is projected to continue over the next 20 years, and these 

newcomer students tend to have lower measures of achievement (National Center of 

Education Statistics, 2007). Most of the research available is for early grade students. 

A paucity of research exists for high school student newcomers.  

This study reviewed a single public high school as a case study in a Central 

Texas school district, focusing on newcomer immigrant students in Grades 9 and 10. 

This study adds to the understanding of educational needs for new immigrants, 

existing educational services for them, strategies in place to narrow the achievement 

gaps between immigrant and nonimmigrant students, and policies that should be 

developed or expanded in order to ameliorate their educational conditions. 

Research questions were (a) what are the achievement gaps between 9th-

grade, newcomer immigrant students in Central Texas and their nonimmigrant peers; 

(b) what are the academic needs of 9th-grade, newcomer immigrant students in 

Central Texas; and (c) what strategies exist to narrow the achievement gaps between 
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immigrant and nonimmigrant students? Evidence was found that indeed a 

subpopulation of immigrant teenagers arrives with significant gaps in schooling. This 

study revealed value in innovative, visual instructional techniques; encouraged 

development of interpersonal advocacy; and the most potent contribution, thoughtful 

and empathetic administration and teachers. Determining effective strategies, support 

systems, and appropriate school climate while finding other elements that work in 

other locations make for a successful school for newcomer immigrant students. 
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Chapter 1: Introduction 

Liberating education can change our understanding of reality. But this 
is not the same as changing reality itself. . . . Only political action can 
make social transformation. 

       Paulo Freire (1987) 
 

Background of Study 

The United States has seen the foreign-born population increase by 57% from 

1990 to 2000 (U.S. Census, 2003, p. 2). Twenty percent of children growing up in the 

United States have foreign-born parents (Suárez-Orozco & Suárez-Orozco, 2006). In 

the last two decades, immigration has accounted for “virtually all of the national 

increase in public school enrollment” (Camarota, 2007, p. 2). A substantial growth for 

minority and immigrant population groups is projected to continue over the next 20 

years (National Center for Education Statistics [NCES], 2007a, p. 1). The NCES cited 

projections of the minority population increasing 32% versus a White population 

growth of 4%. Much of the minority growth is attributable to immigrants. According 

to the U.S. Census Bureau (2008), approximately 5.1 million students are classified as 

English language learners (ELLs). ELLs represent 1 in 10 of all students enrolled in 

public schools (Thompson, 2009), a minority that represents new immigrants 

(Koelsch, 2009). 

Behind these facts are underlying social, economic, and technological 

impetuses for global immigration to the United States. Social factors include 

oppression and structural inequality (Greene, 2008). Greene referred to “structural 

inequality based on race, ethnicity, gender, social class, and other differences, 

challenging accepted notions of success—merit, ambition, talent, and intelligence” (p. 
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11). Although immigrants come to the United States in part to escape poverty, the 

poverty rate is 17% for immigrants and their children born in the United States who 

are under the age of 18 (Camarota, 2007, p. 36). That rate is almost 50% higher than 

the rate of poverty for the native-born population and their children (Camarota, 2007). 

Poverty for natives is 11.4%; for children (under the age of 18) of immigrants, the 

poverty rate is 22.6% (Camarota, 2007). The poverty rate for immigrants and their 

U.S.-born children is 23% of the entire poverty population (Camarota, 2007). 

Foreign-born children and children of foreign-born parents tend to have lower 

socioeconomic status than those who are native born (NCES, 2007a). These children 

also tend to demonstrate lower measures of achievement (NCES, 2007a).  

There are social and economic implications of population segments with 

different or lower quality educational traditions in the population (Darling-Hammond 

& Bransford, 2005). According to Camarota (2007), “The primary reason for the high 

rates of immigrant poverty, lack of health insurance, and welfare use is their low 

education levels, not their legal status or an unwillingness to work” (p. 1). Education 

has been recognized in the last 50 years as the most important component for 

improving standards of living (Suárez-Orozco & Suárez-Orozco, 2006). Many 

educators have been and are voicing moral rationale for reforming schools to achieve 

greater efficacy and proffer social justice in the United States (Cuban, 2004; Darling-

Hammond, 2004; Ravitch, 1983; Tyack, 1990). 

Demographic figures provide evidence of public school composition shifts in 

the current era (NCES, 2007a). According to Hook and Fix (2000), the number of 
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immigrant children aged 5–20 increased from 3.5 million to 8.6 million 1970–1995. 

Additionally, the percentage of immigrant children in schools increased from 6% in 

1970 to 19% in 1995. Methods of measuring the effects of immigrant populations 

within the schools have shown mixed results for their academic success (Ruiz-de-

Velasco, Fix, & Clewell, 2000). For example, Ruiz-de-Velasco et al. reported that 

some immigrants do as well or better than native-born peers. However, Ruiz-de-

Velasco et al. also reported that one subpopulation, immigrant teens, “arrive in the 

U.S. with significant gaps in their schooling” (p. vii); another subpopulation is 

composed of students who have been in the United States longer, are from language-

minority homes, and have not mastered basic English language and literacy skills. 

Prominent social factors predict their academic success, such as their English 

language proficiency (Cook, 2002). A review of current strategies is needed to 

mitigate literacy deficiencies within the ELL population (Gersten & Linan-

Thompson, 2003). 

 Central Texas receives many immigrants who go directly into the public 

schools (Camarota, 2007). Many do not speak English, based on informal interviews 

conducted by the researcher March 27, 2009, at the Central Independent School 

District (ISD) Newcomer Welcome Center (Central ISD is a pseudonym). They 

require special services because their fluency is generally in a language other than 

English. Due to existing laws and court decisions, local districts are legally 

responsible for providing an appropriate education.  
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Statement of the Problem 

Poverty, high-stakes testing, challenges to learn English as the language most 

commonly spoken in the United States, and great numbers of immigrants are factors 

that point to needed research in many areas dealing with immigrant participation in 

public education systems. Central Texas is no exception. Research is needed to 

develop strategies to narrow the achievement gaps between immigrant and 

nonimmigrant students and to develop policies to improve educational conditions for 

immigrant students. 

In order for the United States to remain competitive internationally, the 

population needs to be well educated. The immigrant composition of the overall 

population has been steadily increasing and is projected to continue to increase. The 

foreign-born population has increased from 8% in 1990 to 12% in 2005 (NCES, 

2007a). Thirty-one percent of the adult immigrant population has not completed basic 

high school education, compared to 8% of the native-born population. The poverty 

rate for adult immigrants and their U.S.-born children is 17%, a rate 50% higher than 

that of the native-born population and their children (Camarota, 2007).  

According to the NCES (2007a),  

The percentage of the total population who were foreign born was higher than 
the percentage of children who were foreign born for all racial/ethnic groups. 
Among the racial/ethic groups, 1 percent of American Indians/Alaska Natives, 
4 percent of Whites, 7 percent of Blacks, 21 percent of Native Hawaiians or 
Other Pacific Islanders, 40 percent of Hispanics, measurable changes between 
2000 or 2005 in the percentages were foreign born (an increase of 1 
percentage point for both). (p. 1)  
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Due to a generally robust employment growth (Texas State Data Center, 

2009), the state of Texas has experienced net domestic migration growth. Due to its 

proximity to Mexico, Texas traditionally has had a high population component of 

immigrants. Central Texas school districts have experienced increases in the student 

populations due in significant part to immigrants from other countries. The foreign-

born population has increased in the metropolitan area from 2005–2007 by 19.1%, 

compared to a 12.5% increase for the United States (U.S. Census Bureau, 2009). 

Thus, Central ISD could provide a rich source of data for this study. 

To complicate this issue, Darling-Hammond (2004) reported that in some 

states, standards have been imposed that are adjoined with high-stakes testing without 

addressing inequalities. Darling-Hammond found unintended consequences of high-

stake tests. The latest round of high-stake tests affects immigrant students in the 

school systems and by extension the systems themselves. High-stakes testing was 

expanded by the No Child Left Behind Act (NCLB, 2002) under the public, 

legislative, and judicial demands for standards, assessments, and accountability. 

Further, according to NCLB (2002) Title III, a section known as the English 

Language Acquisition, Language Enhancement, and Academic Achievement Act, 

elementary and secondary schools receiving Title III funds are accountable for  

annually measuring the English proficiency of limited English proficient 
children, so that children served by the programs carried out under this part 
develop proficiency in English while meeting State academic content and 
student academic achievement standards as required by section 111(b)(1). 
(Title III, Part A, Sec. 3116[b][3][C])  



 

6 

States receiving federal funds to operate their public educational systems must be in 

compliance with federal laws. 

Another complicating factor is that the states of Texas and Colorado have the 

highest poverty rates for illegal immigrants, 30% and 35%, respectively (Camarota, 

2007). Camarota also noted that most low-income immigrants are not illegal aliens. 

Existing infrastructures are challenged in many areas, particularly educational 

systems. 

Poverty, high-stakes testing, challenges to learn English as the language most 

commonly spoken in the United States, and great numbers of immigrants are factors 

that point to needed research in many areas dealing with immigrant participation in 

the public education systems. Much research exists for the early grades of new 

immigrants, particularly in language acquisition (Gersten & Linan-Thompson (2003); 

Linan-Thompson, Cirino, & Vaughn, 2007; Vaughn, Mathes, Linan-Thompson, & 

Francis, 2005). However, Ruiz-de-Velasco et al. (2000) found that some teens in 

particular arrive to the United States with significant gaps in their schooling. Many of 

these students are not fully literate in their own native language and therefore have 

problems becoming literate in another language. Ninth grade is the most common 

time that high school students drop out of school (NCES, 2008; Roderick, 1993). 

Researching accountability scores of new immigrant high school students, including 

ninth-grade students, in the Central Texas area across country of origin could offer a 

unique perspective. This research could provide insight on a segment of the 
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population that needs to be assisted in achieving greater educational success and 

social equity.  

The Purpose of the Study 

 The purpose of this study was to analyze the achievement gaps and academic 

needs among newcomer immigrant students in Central Texas. This study adds to the 

understanding of educational needs for new immigrants, existing educational services 

for them, strategies in place to narrow the achievement gaps between immigrant and 

nonimmigrant students, and policies that should be developed or expanded in order to 

ameliorate educational conditions for them. 

Research Questions 

Three research questions drove this study and analysis: 

1. What are the achievement gaps between high school newcomer immigrant 

students in Central Texas and their nonimmigrant peers? 

2. What are the academic needs of high school newcomer immigrant students 

in Central Texas? 

3. What is the perceived effectiveness (strength) of strategies used to narrow 

the achievement gaps between immigrant and nonimmigrant students? 

This study used quantitative and qualitative analytical research methods. The 

quantitative analysis compared accountability scores of high school students who are 

recent immigrants. Data on accountability scores in the areas of literacy or reading, 

mathematics, and science were viewed and analyzed. The assessment data were 

compiled from Central ISD, which sees high rates of newcomer immigrants in 
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Central Texas. A more precise presentation of the research questions, explanation of 

data collection, and method of analysis are presented in Chapter 3. 

Theoretical Framework 

This study was framed through the lens of the theory of action. According to 

Argyris and Schön (1974), “Integrating thought with action effectively has plagued 

philosophers, frustrated social scientists, and eluded professional practitioners for 

years (p. 3).” Argyris and Schön believed that, “exciting intellectual problems are 

related to integrating thought into action (p. 3).” Additionally, they state, “All human 

beings- not only professional practitioners- need to become competent in taking 

action and simultaneously reflecting on this action to learn from it (p. 4)”, hence, 

theory of action. This theory of action is adapted for school districts to use to help 

newcomer immigrant students develop academic skills and succeed in schools in 

Texas. An alternative high school in Central ISD was designed to serve the needs of 

only newcomer immigrant ninth- and 10th-grade students with low English 

proficiency. This “alternative education campus” is a school of choice. To qualify for 

admittance into this high school, these students need to be recent immigrants, having 

been in the United States 3 years or less.  

 The theory of action is being used to formulate assumptions for this case. 

Instructional assumptions for the case are small class sizes. Quality Teaching for 

English Learners (QTEL; WestEd, 2010) instructional strategies are used in the 

classes. The school is organized into three teams. Collaborative planning occurs via 

the principal and the teachers and by way of the teams. Curricular assumptions are 
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that the regularly adopted textbooks are not used and curricular materials are to be 

selected specifically for the newcomer immigrant student population. Computers and 

Internet sites are used as they are appropriate for ELLs. 

 All teachers at the alternative high school for newcomer immigrants are 

prepared and certified to teach English as a second language (ESL). Speaking other 

languages such as those spoken by newcomer immigrant students is recommended. 

Teachers are all prepared in QTEL instructional training. A caring environment is a 

prerequisite. The National Board certification process is encouraged for teachers. All 

teachers are expected to be top professionals. It is assumed that the environment of 

the alternative high school is not top–down but includes a structure conducive to a 

democratic process. The school is structured so faculty and administrators can work 

together to plan major events and student services such as tutoring and transitioning 

for students. For this study an analysis compared the basic assumptions of the theory 

of action and the actual implementation at the selected research site. 

Significance of the Study 

This study extends and further develops the literature on immigration and 

adaptive public policy. The study was intended to reflect upon solutions to 

compelling issues before the educational community. The differences in the 

accountability scores of new-immigrant high school students in Central Texas were 

compared to a comparison group of students from the same district. Exploring 

differences in scores and the district structure would allow policy recommendations 

for the state of Texas.  
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Limitations and Delimitations 

 Primary limitations were inherent in this study because the author’s personal 

views would color her perceptions and work. Personal life experiences affected the 

way the data were viewed. The author is an immigrant herself, and her upbringing has 

led her to make many personal decisions in life. For every decision made, many 

options were possible. The students in this study have decisions ahead of them that 

the author might have never faced. Mexico is her native country, and the countries the 

students come from may be different in many aspects. Additionally, the author is a 

native Spanish speaker so the author was able to translate directly. However, for 

students coming from Asia, that was not the case. Students from Asia had to translate 

from their native languages to English. Therefore, their responses may not be as 

detailed. 

 The delimitations are that this study used data from one Central Texas school 

district, Central ISD. Many school districts exist in the Central Texas area; Central 

ISD was selected as the largest in Central Texas and as a district that experiences a 

steady flow of new immigrant registrations. 

Definition of Terms 

Children of immigrants: Children who have immigrant parents and are born in 

the United States or foreign born (Ruiz-de-Velasco et al., 2000; Suárez-Orozco & 

Suárez-Orozco, 2001). Note the difference between this term and immigrant children. 
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English as a second language (ESL): A term that has been used for ELLs; this 

term frequently refers to coursework for English language development (Gersten & 

Linan-Thompson, 2003). 

English language development: Improving skills in the English language for 

students who are learning English as a second language  

English language learner (ELL): Person who is learning English, comes from 

a family where a language other than English is generally spoken, and has limited 

proficiency in the English language (Gersten & Linan-Thompson, 2003). The term 

ELL is commonly replacing the similar term limited English proficient in the 

literature (Gersten & Linan-Thompson, 2003). 

Foreign-born: For the purposes of this study, a person who was born in a 

country other than the United States. 

Heritage speaker: “Someone who grows up with a certain family language in 

the home which is different from the dominant language in the country” (Kagan, 

2008, p. 1). 

High-stakes testing: Testing that makes schools and students accountable for 

the measures (Heilig & Darling-Hammond, 2008). This testing is often mandated by 

statute, such as NCLB. 

Immigrant: Person who has moved to this area from a foreign country. Also, 

an immigrant is a “non-citizen, classified by the federal government as an alien, who 

has voluntarily moved from one society to another and intends to stay in a host 
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society on a long-term basis” (Rong & Preissle, 2009, p. 3). For the purposes of this 

study, immigrants are those who have moved to Central Texas from another country. 

Immigrant children: Foreign-born children who have moved to the United 

States (Suárez-Orozco & Suárez-Orozco, 2001). For the purposes of this study, 

immigrant children have moved recently to Central Texas from another country.  

Limited English proficiency (LEP): Students who are limited in their English 

language proficiency (Texas Education Agency [TEA], 2010). 

Native: For the purposes of this study, a person who was born in the United 

States with two U.S.-born parents. “These are (second), third or higher-generation 

children whose families do not have a recent immigrant history” (Rong & Preissle, 

2009, p. 37). 

Newcomer: Persons who are “recently arrived immigrants” (Brodie, 

Steffenson, Valdez, Levin, & Suro, 2007, p. 46).  

No Child Left Behind Act of 2001 (NCLB): Public Law Number 107-110 

requires that all schools and districts “implement a single statewide accountability 

system for ensuring equal educational outcomes” (Sunderman, Kim, & Orfield, 2005, 

p. ix). 

Sheltered or specially designed academic instruction in English: Coursework 

in which content area curriculum is designed to “facilitate access to academic content 

and college preparatory coursework while students acquire English literary skills” 

(Callahan, Wilkinson, Muller, & Frisco, 2008, p. 358). 
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Texas Assessment of Knowledge and Skills (TAKS): The Texas statewide 

assessment program for students in Grades 3–11 (TEA, 2010). 

Texas Assessment of Knowledge and Skills, Linguistic Assessment Test 

(TAKS-LAT): The Texas statewide assessment program for students in Grades 3–11 

and for students who do not speak English as a first language (TEA, 2010). “LAT is a 

special administration of TAKS for LEP-exempt recent immigrants” (Porter, 2007, 

slide 1).  

Texas English Language Proficiency Assessment System (TELPAS): Texas 

statewide assessment available for LEP students that covers reading, writing, 

listening, and speaking in English. It is designed to assess the progress that LEP 

students make in learning the English language (TEA, 2010). 
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Chapter 2: Literature Review 

 The purpose of this study was to analyze the achievement gaps and academic 

needs among newcomer immigrant students in Central Texas as well as the existing 

strategies to narrow the achievement gaps between immigrant and nonimmigrant 

students. This chapter provides the direct and related literature addressing immigrant 

students and their educational needs. The literature is presented with the theory of 

action as the theoretical framework. The basic components of the theory of action are 

presented emphasizing English proficiency, newcomer immigrant students and their 

academic needs, instructional and curricular strategies, teacher preparation, and 

school environments.  

The following is a brief section on the historical perspective on immigrants. 

The history of an area sets up a cultural background for a nation, state, or community. 

Background on Immigrants 

Rong and Preissle (2009) presented four waves that have occurred in 

immigration to the United States: (a) 1790–1820, (b) 1849–1859, (c) 1880–1914, and 

(d) 1965 to present. They argued that different economic, political, and social 

climates existed in each wave. The laws and policies related to the four waves were 

also different, so “the magnitude, composition, and means” (Rong & Preissle, 2009, 

p. 3) of the immigration waves varied. The fourth wave began with the 1965 

Immigration Act and the 1976 amendments and continues today. The Hart-Cellar Act 

of 1965 made family reunification a priority, encouraging more to immigrate (Suárez-

Orozco & Suárez-Orozco, 2001). The fourth wave has been the largest, with 29 
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million immigrants entering “a postindustrial and service-oriented U.S. society” 

(Rong & Preissle, 2009, p. 4). 

The majority of immigrants in the fourth wave have been from Asia and Latin 

America, specifically Mexico (Rong & Preissle, 2009). Since 1965, 20 million people 

have immigrated into the United States (Suárez-Orozco & Suárez-Orozco, 2001). The 

immigration has gone beyond the “coastal, gateway states” (Rong & Preissle, 2009, p. 

5) and has spread to such states as Nebraska, Utah, Iowa, Georgia, North Carolina, 

South Carolina, and Tennessee. According to Camarota (2007), the largest increases 

in 2007 were in California, Florida, Texas, New Jersey, Illinois, Arizona, Virginia, 

Maryland, Washington, Georgia, North Carolina, and Pennsylvania. Rong and 

Preissle asserted that major questions will need to be dealt with in educational policy.  

The foreign-born population in the United States increased by 57% from 1990 

to 2000 (U.S. Census Bureau, 2003, p. 2). Twenty percent of children growing up in 

the United States have foreign-born parents (Suárez-Orozco & Suárez-Orozco, 2006). 

In the last two decades, immigration has accounted for “virtually all of the national 

increase in public school enrollment” (Camarota, 2007, p. 2); ELLs represent 10% of 

students enrolled in public schools (Thompson, 2009). A substantial growth for 

minority and immigrant population groups is projected to continue over the next 20 

years (NCES, 2007a). This continuing immigration has generated social responses. 

Factors That Affect Immigrant Students  

Some social responses to immigrants entail seeing immigrants as generally 

poor in highly segregated communities. The process of becoming Americanized and 
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assimilating are concerns, as well as socioeconomic status and lacking benefits such 

as health insurance. General concerns are held about immigrants, and the immigrants 

themselves oftentimes undergo extreme stress from their position in society. 

High levels of segregation. Suárez-Orozco and Suárez-Orozco (2001) stated,  

Hope is the single trait that cuts across at least the initial states of all 
immigrations. The hope for “a better tomorrow” is the mantra that almost all 
immigrants recite as they enter a new country. . . . Many children of 
immigrants come to drink from the well of hope only to find it poisoned. (p. 
122) 

Some new neighborhoods are poor; instead of immigrants improving their situation, 

they descend in socioeconomic status (Suárez-Orozco & Suárez-Orozco, 2001).  

Suárez-Orozco and Suárez-Orozco (2006) wrote of segregation experienced 

by immigrants that is “not just about color but also is accompanied by poverty and 

linguistic isolation” (p. 41). These types of segregation are a cause for concern as they 

are linked to negative outcomes. The negative outcomes include environments of low 

expectations on academic performance, fewer resources than more affluent 

environments, greater school violence, and higher dropout rates (Suárez-Orozco & 

Suárez-Orozco, 2006).  

Rong and Preissle (2009) found, “Because a large proportion of immigrant 

children live in urban areas, urban public schools in low-income neighborhoods are 

expected to educate the majority of them” (p. 5). The inner city is the most likely 

location for newcomers, but “in most inner-city environments, schooling conditions 

are substandard, poverty levels are high, and neighborhood resources are scant 

compared to suburban and other areas” (Rong & Preissle, 2009, p. 25). Over 20 years, 
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immigrants with better educations have displayed greater rates of internal migration 

and dispersion, whereas the foreign-born population with lesser education tends not to 

disperse and remains socially segregated (Bartel, 1989; Rong & Preissle, 2009). 

Additionally, Rong and Preissle stated, “The relationship of poverty to inner-city 

residency is clear and persistent; this pattern is stronger for Hispanic children than for 

other native-born children” (p. 37). 

High poverty rate. The rate of poverty for immigrants and their children born 

in the United States is nearly 50% higher than the rate for natives and their children 

(Camarota, 2007). Almost 1 in 3 immigrants is an illegal immigrant (Camarota, 

2007). Camarota found that the poverty rate is highest for illegal immigrants in states 

such as Texas and California. Rong and Preissle (2009) reported that researchers 

argue that “the needs of the children of immigrants are the same as those of other 

vulnerable, low-income children” (p. 47). Rong and Preissle concluded, “Efforts to 

support the positive development of all disadvantaged youth would address a wide 

range of challenges facing immigrant children as well” (p. 47).  

Rong and Preissle (2009) also mentioned that the poverty level of new 

immigrants might be explained by a change in the U.S. economy. They reported that 

since the 1980s, the U.S. economy has changed from being industrial to being 

oriented toward providing services. As well-paid industrial opportunities have 

disappeared, so has the potential for upward financial mobility that those industrial 

occupations provided.  
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Further, poverty is not just a state indicating no funds. It also affects persons 

in their limited access to employment, habitation, education, transportation, health, 

and other practical life aspects (Hook, 2003). Camarota (2007) stated that immigrants 

make “significant progress over time, but even those who have been here for 20 years 

are more likely to be in poverty, lack insurance, or use welfare than are natives” (p. 

1). Such poverty is related to the negative concept of Americanization, or “remaining 

in your place” (Gonzalez, 2004, p. 129). 

Americanization process. Becoming Americanized for children of 

immigrants means feeling deprived when they see objects they cannot have and are 

unable to obtain (Suárez-Orozco & Suárez-Orozco, 2001). For many students, 

becoming Americanized means gaining disrespect for authority, devaluing education, 

and glorifying violence (Suárez-Orozco & Suárez-Orozco, 2001). A school can 

provide “toxic levels of cultural violence” (Suárez-Orozco & Suárez-Orozco, 2001, p. 

95). 

Gonzalez (2004) wrote extensively about Americanization and the social 

questions related to Mexican immigrants, including “morality, housing, health care, 

delinquency, nutrition, education, and of course Americanization” (p. 129). 

Americanization was the solution to the “Mexican Problem in Mexico” and meant 

“remaining in your place” (Gonzalez, 2004, p. 129). The Mexican problem that 

Gonzalez wrote of referred to the surplus capital existing in the late 1800s and early 

1900s. American capitalists worked on the “peaceful conquest” of Mexico, recruiting 

Mexican workers, many from rural areas, as the primary force for building railway 



 

19 

systems, establishing mines, and producing profits for American corporations 

(Gonzalez, 2004). “Remaining in your place” referred to remaining in the lowest 

socioeconomic levels (Gonzalez, 2004, p. 129). Gonzalez noted,  

The representations of Mexican immigrants . . . carried forward an imperial 
tradition, a tradition that first appeared with the construction of American 
railroads in Mexico. . . . The mindset established a justification for legal 
formulas that enabled the application of a host of discriminatory private and 
public policies to the Mexican immigrant. (pp. 129–130)  

This in turn placed the immigrants on the “lowest rungs of the American working 

class” (Gonzalez, 2004, p. 130). Gonzalez drew a parallel between the “imperial” 

treatment of Mexico by the United States and that of the colony of India by the 

British. The Mexican immigrants represented a “cheap labor supply” (Gonzalez, 

2004, p. 142). 

Poor assimilation. Suárez-Orozco and Suárez-Orozco (2001) report that 

historic immigrant success was limited to the experience of the Europeans. Suárez-

Orozco and Suárez-Orozco (2001) also contended that those who were White 

assimilated more easily, whereas those of color did not. Before 1965, a majority of 

immigrants were from Europe or Canada. These days, the majority of immigrants are 

from Latin America, the Caribbean, and Asia (Suárez-Orozco & Suárez-Orozco, 

2001). Current immigrant success is enjoyed by some native-born immigrants and 

Asians. However, for those from such places as Haiti or Central America, the longer 

the immigrants are here, the greater the frustration with lack of success and the more 

negative their experience (Suárez-Orozco & Suárez-Orozco, 2001).  
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Lack of health insurance. Camarota (2007) found that 34% of immigrants 

lack health insurance, compared to 13% of the native-born population. More health 

problems for immigrant children versus native-born children are due to factors such 

as low-income households, segregation in poor neighborhoods, overcrowding in 

immigrant housing, and limited access to Medicaid and other health insurance (Rong 

& Preissle, 2009). This limited access to health insurance is due to the parents’ 

noncitizen status and low-paying or part-time jobs in service or construction 

industries (Rong & Preissle, 2009).  

Suárez-Orozco and Suárez-Orozco (2001) described an epidemiological 

paradox known as the “healthy immigrant effect” (p. 46). Immigrants tend to be 

healthier, with lower infant mortality and morbidity rates (Suárez-Orozco & Suárez-

Orozco, 2001). They are less likely than native-born Americans to seek out publicly 

funded health services (Suárez-Orozco & Suárez-Orozco, 2001). According to 

Suárez-Orozco and Suárez-Orozco (2006), immigrant mothers’ babies tend to be 

healthier, and their children are not as likely to be obese, to experiment with drugs or 

alcohol, or to be involved in other risky behaviors. While this paradox is well known, 

health insurance is a generally considered a necessity to achieve financial stability. 

Additionally, Suárez-Orozco and Suárez-Orozco (2001) cited that about 25% of all 

immigrant children do not have a regular source of care, over 33% of Latino children 

have no regular health care, and 33% of all immigrant children reported no physician 

visits in the past year.  
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Concerns about immigrants. Suárez-Orozco and Suárez-Orozco (2006) 

listed many concerns about immigrants, including stretching municipal and 

educational infrastructures, taking jobs from locals, increasing crime rates, and 

having difficulty assimilating into American society. Suárez-Orozco and Suárez-

Orozco (2001) cited two patterns of immigration, the “target earners” who become 

residents and “sojourners” who “move periodically to and from, and sometimes 

within, the new country, often following a seasonal cycle” (p. 29). Suárez-Orozco and 

Suárez-Orozco (2001) stated that some immigrants, such as Mexican migrant 

workers, do “extremely hard and poorly paid” work that native-born workers are not 

interested in doing. Twenty-five percent of inmates in federal custody are foreign 

born. It should be noted that foreign-born does not mean that a person is an 

immigrant; many of these criminals are drug cartel lords from Latin America or foot 

soldiers in drug trafficking. Some are “border banditos” involved in smuggling 

immigrants into the United States (Suárez-Orozco & Suárez-Orozco, 2001, p. 48).  

Rong and Preissle (2009) cited that in 2000, almost 50% of immigrant 

children had been in the United States for 5 or fewer years. Close to a half million 

students came to the United States at an age placing them in middle or high school 

(Rong & Preissle, 2009). Rong and Preissle noted that, considering the level of 

English proficiency necessary to perform academic tasks at middle to high school 

levels, plus “the different sociocultural environment in U.S. secondary schools, this 

kind of transition poses a severe challenge for older newcomers as well as for their 

educators” (p. 34). 
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Common stressors for immigrants. Suárez-Orozco and Suárez-Orozco 

(2001) cited the many strains felt by immigrant children. Separation from and 

possibly never reuniting with their families are unfortunate stressors (Suárez-Orozco 

& Suárez-Orozco, 2001). Other barriers include discrimination, social demotion, 

neighborhood strains from crime and victimization, and obstacles at schools or their 

new living and work environments (Suárez-Orozco & Suárez-Orozco, 2001). Several 

mechanisms for marginalization are also evident for new immigrant students 

(Callahan et al., 2008). Academic and social marginalization may be experienced due 

to their status as newcomers and lower teacher expectations of their abilities due to 

their placement in ESL classes (Katz, 1999). Examples of academic marginalization 

may be a lack of ESL classes, a limited availability of trained educators, and 

constraints for course scheduling that might have implications on available academic 

opportunities (Callahan et al., 2008). First-generation immigrants need to deal with 

becoming accustomed to their new country, in addition to segregation, community 

violence, and poor-quality schools (Suárez-Orozco & Suárez-Orozco, 2006).  

In a study using propensity score matching and data from the Adolescent 

Health and Academic Achievement Study and National Longitudinal Study of 

Adolescent Health, Callahan et al. (2008) found that the effects of ESL placement 

depend on the school context and the student generational status as well as the 

interaction between both of the context and status. Callahan et al. found that first-

generation ESL students do poorly in schools with few immigrant students enrolled. 
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Likewise, they found that second-generation students perform best when their schools 

have many immigrant students. 

Callahan et al. (2008) studied the “discrete ESL instruction,” which is “meant 

to help students acquire the English literacy skills to compete academically and 

survive in an English dominant society” (p. 358). Callahan et al. also looked at 

specially designed academic instruction in English, sheltered “content area 

coursework” designed “to facilitate access to academic content and college 

preparatory coursework while students acquire English literacy skills” (p. 358). 

Callahan et al. found that in low-immigration schools with limited resources, “first-

generation students placed in ESL may experience academic marginalization” (p. 

375). Callahan et al. concluded that the social and academic marginalization 

experienced by the first-generation students may be due to their outsider status and 

lower expectations of teachers. High-immigrant-concentration schools favored 

second-generation students. Access to immigrant information networks may aid 

second-generation students in their improved academic progress (Brittain, 2002; 

Callahan et al., 2008).  

The state of poverty provides stress in handling life and educational situations. 

In 2000, poor, inner-city immigrant children were less likely than other children to 

live in a household with two parents (Rong & Preissle, 2009). Additionally, poor, 

inner-city immigrant children were less likely than other children to live in a 

household with a father or to have college-educated parents (Rong, 2006). In 2000, 

the children with the highest percentage of parents without 8 years of education were 
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immigrant, inner-city, poor Asians and Hispanics (Rong & Preissle, 2009). Of adult 

immigrants, 31% have not finished high school, compared to 8% of the native-born 

population (Camarota, 2007). However, immigrants are more likely than native-born 

individuals to be college graduates (Camarota, 2007). Camarota stated, “The primary 

reason for the high rates of immigrant poverty, lack of health insurance, and welfare 

use is their low education levels, not their legal status or an unwillingness to work” 

(p. 1).  

Academic Performance of Immigrant Students and Related Issues 

 Since there is a dearth of literature on newcomer immigrant students in 

secondary schools, practitioner literature is helpful to include. The NCES regularly 

provides a statistical analysis report on characteristics of public schools (Alt & Choy, 

2000). Trends highlighted in this report included a recommendation for schools to 

shift from a “culture of service to a culture of caring” (Alt & Choy, 2000, p. 4). 

Another suggestion was the avoidance of ability tracking of students and to 

implement “cooperative learning and cross-age tutoring, and providing tutoring and a 

range of extra support activities for students who need them” (Alt & Choy, 2000, p. 

5). Additionally mentioned was the following: 

Activities recommended in this area include communicating with parents 
regularly, building trust, and encouraging them to serve on school governance 
bodies; placing students in volunteer service to the community; and leveraging 
community resources like businesses, religious and community-based 
organizations, and youth agencies—any of which may provide mentors, 
tutors, equipment, financing for special projects, or student placements. (Alt & 
Choy, 2000, p. 5) 
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To deal effectively with specific student populations, reforms cited were 

stronger teacher preparation and in-service training, as well as allowing for sufficient 

planning time and flexible schedules. Alt and Choy (2000) found that the “majority of 

teachers who participated reported that their training provided them with new 

information, led them to seek additional information/training, and caused them to 

change their teaching practices” (p. 30). Other reforms indicated included student-

driven activities, using alternative student-assessment methods, creating higher 

learning standards, and more demanding curricula. 

Class size is important. Alt and Choy (2000) reported that the secondary 

schools had a ratio of 15.7 students for every full-time teacher. In other words, reform 

and improvement of high school education have led to smaller class sizes. Some 

teacher turnover is considered inevitable, but Alt and Choy stated, “It is generally 

considered desirable for educational purposes to retain a high percentage of the 

teachers in a school from year to year” (p. 34). The NCES study showed that 87.9% 

of teachers stayed in secondary schools. 

Principals’ top goal for secondary schools was academic excellence (Alt & 

Choy, 2000). In achieving that, instructional methods used by teachers are seen as a 

key to student learning. Alt and Choy stated,  

Many researchers and educators have recommended greater use of activities 
that engage students thoroughly and actively in their work. In this view, 
students need to make their own connections between pieces of information 
and skills, in effect, constructing their own learning. Such active engagement 
in mental work is necessary if students are to gain the analytical reasoning, 
creative learning thinking, and evaluative skills required of many workers 
today. (Furthermore, as job growth rates for “knowledge workers” tend to be 
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higher than for other occupations, a higher proportion of jobs in the future will 
likely demand a broad range of thinking and organizational skills). (p. 37) 
  

The findings of Alt and Choy’s NCES study were that 60–70% of the teachers 

directed students to confer with other students and to work on problems where there 

were “several correct answers or methods of solution” (p. 38). 

 School climate was also assessed in the NCES study because “school climate 

can have a substantial effect on teachers’ and other staff members’ moral and 

effectiveness . . . on student learning” (Alt & Choy, 2000, p. 39). The Schools and 

Staffing Survey that was part of their study showed that 80% or more of the teachers 

at all levels of schooling agreed with the following:  

The administration is supportive and encouraging, the principal enforces 
school rules and backs them up, that they try to coordinate course content with 
colleagues, that teachers are evaluated fairly, and that the principal makes 
expectations for the staff clear. (p. 39)  

 Another practitioner source is by Darling-Hammond (2002). The foreword 

begins with the statement,  

Across the nation, there is a growing consensus that schools must change in 
fundamental ways if they are to accomplish the goals we now have for them: 
teaching our very diverse student population for higher order thinking and 
deep understanding. (Darling-Hammond, 2002, p. iii)  

Darling Hammond (2002) stated, “Assembly-line schools . . . need to be replaced by 

smaller schools that are better designed to support teaching and learning” (p. iii). She 

added that the publication presented 10 lessons of effective small schools where such 

a type of education is provided: “safe environments where exciting and rigorous 

academic work occurs in an equitable context—a setting where all groups of students 
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succeed academically, graduate at high levels, and go on to college and productive 

work” (p. iii).   

 The first strength of the schools featured in the study is personalization. 

Darling-Hammond (2002) found, “In study after study of successful small schools, 

students compare their school to a family rather than a factory and link their academic 

achievement to their caring relationships with teachers” (p. 5). Another key is 

building continuous relationships. Students require support from adults and 

classmates they can trust. This trust is acquired over time. The National Association 

Secondary School Principals (1996) concurred that smaller schools and 

personalization are key to improving academic student performance. 

High standards and performance-based assessment are clear goals held by 

smaller effective schools. Darling-Hammond (2002) found, “The curriculum at these 

schools is organized around common ‘habits of mind’ that are consistently reinforced 

across classrooms” (p. 14). Additionally, an authentic curriculum is crucial. Teachers 

cannot use the “same old curriculum” but must engage students and challenge “them 

to understand concepts deeply, find and integrate information, assemble evidence, 

weigh ideas, and develop skills of analysis and expression” (Darling-Hammond, 

2002, p. 20).  

Access to challenging curriculum and assignments will not automatically 

produce successful students. Students will succeed academically when teaching 

modes are adjusted to them, their backgrounds, interests, and talents (Darling-

Hammond, 2002). The use of adaptive pedagogy means that multiple instructional 
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strategies will be used. Group work is used that is “highly structured through activity 

guides that provide substantial scaffolding, and it is accompanied by active teacher 

coaching and assistance” (Darling-Hammond, 2002, p. 27). Effective schools have a 

culture of “revision and redemption” (p. 27). Students do work without fear of failure 

because they know they can revise their assignments and be redeemed with their final 

efforts. Extra support and strong relationships are part of the entire learning process. 

Effective small schools are seriously committed to teaching multiculturalism 

and antiracism. These schools “develop and embrace the cultures represented by the 

students in their classrooms as well as the larger society” (Darling-Hammond, 2002, 

p. 33). Darling-Hammond (2002) asserted, “There is a large body of research 

showing that effective teachers of students of color, white teachers and teachers of 

color alike, form and maintain connections with students within their social contexts” 

(p. 33). Passion is demonstrated by teachers in these effective schools as they use an 

“active approach” in their teaching, “demonstrating, modeling, explaining, writing, 

giving feedback, reviewing, emphasizing higher order skills, pushing, and prodding” 

(Darling-Hammond, 2002, p. 33).  

According to Alt and Choy (2000) and Darling-Hammond (2002), having 

knowledgeable and qualified teachers is critical. To be successful and in dealing with 

students who have different learning styles and “encounter a variety of difficulties,” 

qualified teachers need to be able to work as “diagnosticians, planners, and leaders 

who know a great deal about the learning process and have a wide repertoire of tools 

at their disposal” (Darling-Hammond, 2002, p. 37).  
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Another feature of effective small schools is allowing for teachers to plan and 

develop professionally in a collaborative manner. Darling-Hammond (2002) affirmed, 

“Expertise in teaching—as in other fields—comes from a process of sharing, 

attempting new ideas, reflecting on practice, and developing new approaches. Good 

teachers learn from one another, and they need time to do it” (p. 41). These teachers, 

staff, and administrators make connections to families and communities. They respect 

parents or guardians as experts in their children’s needs. They welcome 

communications with parents and guardians and communicate in their primary 

languages.  

Finally, teacher, parents, and students have a voice in governance of the 

schools. Darling-Hammond (2002) maintained that in a small school, “everyone has a 

voice, and everyone can hear other voices” (p. 51). An example of a school is 

International High School in New York City. The school is organized in teams. A 

team of three or four teachers is responsible for about 75 students. The teams are able 

to create their own curricula, schedules, and have access to a budget to support their 

work. The “localized decision-making structure allows teachers to respond quickly 

and flexibly to changes in students’ needs” (Darling-Hammond, 2002, p. 52).  

Achievement gap. Alson and Gordon (2002) reported that the achievement 

gap is “both complex and systemic” (p. 64). Alson and Gordon stated that Minority 

Student Achievement Network members agreed the following factors play a role in 

the achievement gap: racism (structural and historical), poverty, poor educational 

leadership, school structure, insufficient school and community support (tutoring and 
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social activities), inadequate early-childhood literacy development, impersonal 

education environments, failure to establish a cultural context, low teacher 

expectations, lack of positive neighborhood influences, insufficient parental support, 

negative peer pressure, instruction not aligned with student needs, assessments 

inadequate to fully capture students’ learning, and summer setbacks.  

The low academic performance of newcomer immigrant students manifests in 

several ways. Concerns include LEP and bilingualism instruction. Further, academic 

performance is related to limited curricular materials for newcomers, misconceptions 

about ELLs and newcomers, testing, too many culturally linguistically diverse 

students being placed in special education, tracking, high dropout rates in the 

immigrant student population, and a lack of coherent policies for dealing with 

newcomer immigrant students. 

LEP. Rong and Preissle (2009) researched self-reported English proficiency 

rates for immigrant students and cited that the majority of immigrants coming to the 

United States in the last 100 years did not speak English. They learned to speak 

English after they arrived. According to the U.S. Census Bureau (2005), of the U.S. 

foreign-born population, 16% spoke English only at home, 48% only Spanish, 18% 

Asian or Pacific Island languages, and 17% Indo-European languages only. English 

fluency was the key factor predicting positive academic adjustment in a large-scale 

study of 5,000 first- and second-generation immigrant students from 13 different 

countries (Portes & Rumbaut, 2001).  
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Over 400 languages are spoken in U.S. schools (Rong & Preissle, 2009), and 

at least 10,000 U.S. students speak each of 70 languages. According to the U.S. 

Census Bureau (2001), more than 2.4 million children aged 5–18 are foreign born, 

and over 75% came from countries where English is not the dominant or official 

language. 

According to Rong and Preissle (2009), 85% of immigrant children spoke 

languages other than English at home. Of these immigrants, the largest group of 

immigrant children speaking languages other than English was Hispanic children, 

69.3%, followed by Asian students, at 58.3%. Rong and Preissle contended, “The 

percentage of children who live in linguistically isolated households provides 

information to schools on designing, planning, and implementing programs for ELL 

students who may not be able to develop oral English proficiency in their homes” (pp. 

32–33). Children who live in a linguistically isolated household “do not speak 

English very well . . . or speak a language other than English” (Rong & Preissle, 

2009, p. 38). Rong and Preissle recommended, “Schools should be prepared to 

provide information aiding linguistically isolated families to connect them to 

comprehensive community services” (p. 33). 

Rong and Preissle (2009) found that inner-city residency and poverty were 

negatively related to English proficiency. Poor, inner-city immigrant children in 2000 

were “almost three times as likely to be linguistically isolated than affluent immigrant 

children who lived elsewhere” (Rong & Preissle, 2009, p. 40). In 2000, Rong (2006) 



 

32 

found that 47% of inner-city, poor immigrant children lacked English proficiency. Of 

these children, 55% were Asian, 48% Hispanic, and 43% White. 

Muñoz, Cummins, Alvarado, and Ruef (1998) developed the Bilingual Verbal 

Ability Test in response to concerns about the overrepresentation of culturally and 

linguistically diverse students in special education programs in the United States. In 

the corresponding training video (Muñoz et al., 1998), Cummins stated, “At least five 

years are required for English Language Learners to attain grade norms on academic 

aspects of English proficiency.” On the other hand, Cummins stated that it takes 

generally less than 2 years to attain proficiency at a conversational level in order to 

communicate with peers. Cummins concluded that it is “particularly important that 

any measure used to draw inferences about school success should be primarily 

cognitive and academic in nature, in contrast to a measure of conversational fluency” 

(Muñoz et al., 1998). 

 Bilingualism in instruction. Rong and Preissle (2009) recommended that 

schools use a “positive and progressive educational philosophy and take an additive 

approach when they work with immigrants students” (p. 51). Additionally, they 

mentioned a broad diversity in the environments and life experiences of immigrant 

students. In an ethnographic study of a large, inner-city high school in Houston, 

Texas, Valenzuela (1999) described “schooling” as a “subtractive” process, which 

“divests . . . youth of important social and cultural resources, leaving them 

progressively vulnerable to academic failure” (p. 3). According to Rong and Preissle, 

an additive approach “requires educators to specify knowledge, skill, and affective 
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competencies that build on each student’s strengths, knowledge, and cultural identify” 

(p. 51). Rong and Preissle stated,  

Educators must develop and use assessments that reflect high expectations, 
and they must evaluate progress on an individual basis. Educators must 
develop skills in cross-cultural understanding and communication to create 
effective nurturing environments. Furthermore, educators are responsible for 
becoming aware of and countering particular stereotypes that immigrant youth 
may face during and after school hours. . . . Schools must also provide 
educational opportunities for adult immigrants, especially language 
instruction. This assists immigrant children by potentially improving the 
economic status of their families and giving parents skills to enable them to 
help their children do well in school. (p. 51) 
 
Specific recommendations to aid adolescents transitioning to adulthood (Rong 

& Preissle, 2009) include having schools with programs to assist students in finishing 

school, getting “useful work skills” (p. 52), delaying parenthood, and maintaining 

physical and mental health. Rong and Preissle added that the school programs 

“should provide resources and empower students to overcome barriers of unsafe 

neighborhoods, family poverty, lack of health insurance, [and] inadequate access to 

health care” (p. 52). Other recommendations related to adolescents included that of 

educators being “alert to receiving newcomers who are middle or high school age” 

and learning English in order to handle the academic challenges in all subjects (Rong 

& Preissle, 2009, p. 52). Finally, Rong and Preissle mentioned assisting adolescent 

newcomer immigrants in adjusting to “U.S.-style schooling and school social life, 

including peer pressure and the antischool culture typically formed in U.S. inner-city 

schools” (p. 52). 

Garcia (2009) offered a stimulating discussion about bilingualism and 

translanguaging. Translanguaging are language practices used by bilinguals that are 
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“multiple discursive practices”; bilinguals use translanguaging in order to “make 

sense of their bilingual worlds” (Garcia, 2009, p. 45). “Spanglish” is an example of 

translanguaging and is used by Latinos in the United States in ways different from the 

ways Spanish is spoken in Spain or Latin America (Garcia, 2009; Stavans, 2004).  

Garcia (2009) recommended that in the 21st century, “we need to reshape the concept 

of bilingualism and bilingual individuals in order to fit the communicative exigencies 

of the bilingual languaging needed in today’s interdependent and technologically 

enriched world” (p. 45). Garcia (2009) described four models of bilingualism, ending 

in the dynamic model: (a) Subtractive moves toward monolinguism, (b) additive 

attempts balanced bilingualism, (c) recursive accepts the flow of bilingualism, and (d) 

dynamic encourages communicative and dynamic bilingualism. Garcia touted the 

dynamic bilingualism model, where the cognitive and social advantages are fully 

sought and encouraged. Garcia wrote, “Sometimes, if they are fortunate, these 

children receive some kind of bilingual education. But as we will see, this education 

is most often transitional and temporary” (p. 103).  

Analysis 

Some research has been conducted on immigrants, such as in the Harvard 

Immigration Project (Suárez-Orozco & Suárez-Orozco, 2001). Suárez-Orozco and 

Suárez-Orozco (2006) reported, “Many facets of the story of immigration to the 

United States are well known—captured in endless iteration in family narratives, 

legends, poems, folk songs, novels, memoirs, films, history and civic textbooks, 

academic monographs, and research reports” (p. 1). Still, Suárez-Orozco and Suárez-
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Orozco (2006) lamented, “Our understanding of the experiences of immigrant 

children and youth remains limited” (p. 1). Furthermore, according to Suárez-Orozco 

and Suárez-Orozco (2006), studies “have not, by and large, addressed the realities of 

newcomer immigrant children and youth” (p. 3). Suárez-Orozco and Suárez-Orozco 

(2006) concluded that schools all over the United States are “wrestling with how best 

to educate newly arrived immigrant children” (p. 1).  

While research exists about ELLs, only about 43% of ELLS are immigrants 

(Batalova, Fix, & Murray, 2007). Therefore, existing research does not provide 

sufficient data to determine the specific achievement gaps or academic needs of 

newcomer immigrant secondary school students. There is a limited amount of 

literature on the subject. Recognition of the problems has led to formation of various 

policies within public schools. However, the field lacks a focused study of the success 

of these policies. Researchers are left to ask how these networks (Callahan et al., 

2008) or community supports (Suárez-Orozco & Suárez-Orozco, 2006) can be made 

available to more newcomer immigrant students to help them achieve greater 

academic success. Economic concerns are certain constraints, but learned language 

proficiencies in two languages provide opportunities for excellent academic growth, 

particularly in Spanish, the language other than English most spoken in homes by 

children (Garcia, 2009).  

What are the strategies that truly narrow the achievement gaps between 

immigrant and nonimmigrant students? What are the academic challenges that 

newcomer immigrant ninth-grade students face in Central Texas? If too many 
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newcomer students are designated for special education services or placed in ESL 

programs, what are the alternatives? If cognitive academic language proficiency 

needs to be developed to achieve academic success, how is that accomplished? What 

factors can overcome segregated schools, high rates of poverty, and monoliterate 

households? If ELLs do not have the same protection afforded students designated 

Section 504 or with Individualized Education Plans (IEPs), then what kind of 

protection do they need to attain scholastic success to graduate from high school? 

What exactly is the achievement gap for them, and what are their academic needs? 

What policies are needed to refine or formulate and implement to reduce the 

achievement gap? This study seeks to answer those questions by focusing on a model 

subset of the overall student population. The informed refinement of public policy 

can only benefit from contributions to the knowledge base that such a study would 

bring. 

Newcomer immigrants arrive in the United States. They come with hope but 

have possible concerns about the challenges they face. Schools may be racially 

segregated or integrated, their neighborhoods may be poor and violent or mid to very 

wealthy and with a low crime rate. Schools may have tracking, limited curricular 

materials, and a high-stakes testing environment. Persons may be fluent in the native 

language and the language encouraged may only be English or all cultures may be 

welcomed. If a newcomer immigrant comes with small cash resources, the economic 

challenges increase.  
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A considered review of the literature revealed awareness of infrastructural, 

social, and educational problems of newcomer immigrant students. Literature seems 

to be lacking in high-quality studies of secondary school, immigrant, newcomer 

students. The most applicable literature for this study seems to be the practitioner 

literature by Alt and Choy (2000) and Darling-Hammond (2002). Such elements as 

the “culture of caring” (Alt & Choy, 2000, p. 4), cooperative learning, mentors and 

tutors, small classes, and supportive and encouraging administration (Alt & Choy, 

2002) are elements that can help any school help students succeed academically, 

especially newcomer immigrant students.  

Darling-Hammond’s (2002) call for goals of teaching the diverse student 

population “higher order thinking and deep understanding” (p. iii) should be taken 

seriously. Additionally, the 10 lessons she cited of effective small schools provide 

rich information for producing safe academic learning environments. The practitioner 

literature provides a beginning in addressing the whole need spectrum of these 

vulnerable students.  

Present Study 

Whereas research has been conducted inspecting various dimensions, 

including immigration structural issues, contributing factors in the academic and 

economic ecology, and concerning policy issues, specific research is needed in 

newcomer achievement gaps in the Central Texas area. The proximity to Mexico, 

good schools, and a healthy local economy make this area attractive for new 
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immigrants. Lack of research on secondary student newcomer achievement gaps and 

academic needs provides the rationale for this relevant study.  

Research has suggested that immigrant children have better health, work more 

diligently, and exhibit more positive attitudes then their nonimmigrant peers (Suárez-

Orozco & Suárez-Orozco, 2001). Annually, many children of immigrants graduate as 

valedictorians and receive a preponderance of esteemed science awards (Suárez-

Orozco & Suárez-Orozco, 2001). In the United States, about 33% of Nobel Prize 

winners are immigrants. About 50% of entering physics graduate students are 

immigrants. In Silicon Valley, 32% of the scientists and engineers are immigrants 

(Suárez-Orozco & Suárez-Orozco, 2001).  

In postindustrial, postmodern United States, the “hourglass” economy has 

high-skilled immigrants who are in “well-remunerated knowledge-intensive 

industries” (Suárez-Orozco & Suárez-Orozco, 2001, p. 61) on one end. On the other 

end of the hourglass exist “large numbers of low-skilled immigrants” who “are 

entering poorly paid and uninsured service-sector jobs” (Suárez-Orozco & Suárez-

Orozco, 2001, p. 61). In today’s globalized economy, low skills and a lack of 

credentials will not provide basic needs for a family and will lead to a life of poverty 

and general societal problems (Callahan et al., 2008; Suárez-Orozco & Suárez-

Orozco, 2001). It is necessary to address the societal problems mentioned above by 

doing more research in determining academic needs and achievement gaps for 

newcomer high school immigrants, discovering the existing strategies used to narrow 

the achievement gaps between immigrant and nonimmigrant students, formulating 
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policies that address these problems, and implementing these policies to ameliorate 

the situation. 
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Chapter 3: Research Design and Methodology 

This chapter provides an overview of the quantitative and qualitative design 

and methods used for this study. This research study examines the achievement gap 

and academic needs of high school newcomer immigrants in Central Texas by 

looking at the Newcomer High School in Central ISD in Central Texas as well as the 

existing strategies used to narrow the achievement gap between immigrant and 

nonimmigrant students. This study is designed to reveal the success or failure of 

current efforts within Texas public schools to remediate linguistic or cultural barriers 

to academic success faced by children within immigrant populations served by these 

public school systems. The research design uses both quantitative and qualitative 

research methods. As Lincoln and Guba (1985) stated, “The purpose of a research 

inquiry is to ‘resolve’ the problem in the sense of accumulating sufficient knowledge 

to lead to understanding or explanation” (pp. 226–227). 

Three research questions drove this study and analysis: 

1. What are the achievement gaps among high school newcomer immigrant 

students in Central Texas?? 

2. What are the academic needs among high school newcomer immigrant 

students in Central Texas 

3. What is the perceived effectiveness (strength) of strategies used to narrow 

the achievement gaps between immigrant and nonimmigrant students? 

Quantitative research methods were used to gain knowledge about the 

achievement gaps among immigrant students in Central Texas and to perform a 
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detailed analysis. Qualitative research methods were used to analyze and determine 

responses about the academic needs of high school newcomer immigrant students and 

the strategies used to narrow the achievement gaps between immigrant and 

nonimmigrant students.  

Case Study Strategy 

 The case study strategy was used to gain knowledge about the achievement 

gap and academic needs of high school newcomer immigrants in the Central Texas 

area and the strategies used to narrow the achievement gaps between immigrant and 

nonimmigrant students. The case in this study was a “single entity, a unit around 

which there are boundaries” (Merriam, 2002, p. 178). The case study entailed the 

Newcomer High School in Central ISD in Central Texas (a pseudonym). This case or 

bounded system can “include historical, quantitative as well as qualitative data” 

(Merriam, 2002, p. 178). In this study, both qualitative and quantitative data were 

studied.  

 Using the single case study strategy allowed exploration of the phenomena of 

newcomer students, their integration into mainstream public education, and their 

success. This approach allowed the researcher to “deal with the reality behind 

appearances, with contradictions, and the dialectical nature of social life” (Sjoberg, 

Williams, Vaughan, & Sjoberg, 1991. p. 39). According to Yin (1994), the case study 

approach  

copes with the technically distinctive situation in which there will be many 
more variables of interest than data point, and as one result relies on multiple 
sources of evidence, with data needing to converge in a triangulating fashion, 
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and as another result benefits from the prior development of theoretical 
propositions to guide data collection and analysis. (p. 13)  

Additionally, as noted by Lincoln and Guba (1985), 

The information is then used to develop a case report—a case study. The case 
study is primarily an interpretative instrument for an idiographic construal of 
what was found there. It may, however, be tentatively applied to other, similar 
contexts, if empirical comparison of the sites seems to warrant such extension. 
The entire study is bounded by the nature of the research problem, the 
evaluand, or the policy option being investigated (which are, however, 
themselves subject to revision and extension as the study proceeds. (p. 189)  
 
A purposeful selection was made of the school or case to be included. 

According to Yin (1984), “Each case study and unit of analysis either should be 

similar to those previously studied by others or should deviate in clear, operationally 

defined ways” (p. 33).  

Participants  

The research site was the Newcomer High School in Central ISD. This school 

has only ninth- and 10th-grade newcomer students. The selection of subject school 

was purposeful and based upon the following four criteria: 

1. The school is a public secondary school currently participating in the 

Texas mandated standardized testing program, TAKS. 

2. The school is a member of a district that is, on the whole, performing at or 

exceeding the state’s minimum accountability standards. 

3. The school’s composition has an entire population of students of the type 

being studied, newcomers, or recent immigrants. 

4. The stakeholders of the subject schools are willing participants in the 

study. 
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Participants were ninth- and 10th-grade newcomer immigrant students, their 

teachers, staff members, and administrators at the Newcomer High School in Central 

ISD. Following Institutional Review Board approval and approval by district leaders, 

these stakeholders were invited to participate. Administrators, teachers, and staff 

members choosing to participate signed an Informed Consent Form before the study 

could proceed. Similarly, parents allowing their children to participate signed a 

Parent/Guardian Consent Form; students wishing to participate signed an Assent 

Form. The consent and assent forms were in English and Spanish. Parents choosing to 

participate also signed an Informed Consent Form. All participants were informed 

that responses would be confidential and anonymous; results would be presented in 

aggregate. The distribution of the consent forms was determined after speaking with 

administrators at the participating schools. Based on conversations with the principal 

at Newcomer High School of Central ISD, most students were given the opportunity 

to participate in this study. No repercussions would occur or negative consequences if 

any teachers, parents, or students decided not to participate in this study. Pseudonyms 

were created for all subjects, schools, and school districts involved in this study. 

Data Collection 

 As noted, this study involved both quantitative and qualitative data. The 

primary design of the study consisted of data collection using the following 

instruments and methods: (a) statistical analysis of standardized measures, (b) focus 

groups, (c) interviews, (d) observations, and (e) documents. 
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Standardized measures and data analysis. Statistical calculations were used 

because, according to Gravetter (2007), 

Statistics are used to organize and summarize the information so that the 
researcher can see what happened in the research study and can communicate 
the results to others; [and] . . . statistics help the researcher to answer the 
general questions that initiated the research by determining exactly what 
conclusions are justified based on the results that were obtained. (p. 4) 

 
Standardized measures such as those available on the TEA (2008) American 

Excellence Indicator System were collected from the Newcomer High School for 

10th-grade newcomer immigrant students. TAKS are administered to 10th graders, 

TAKS-LAT data were for Newcomer High School students and TAKS data were 

available for the comparison group. The quantitative test data helped answer Research 

Question 1. The scores of 10th-grade newcomer immigrants were compared to those 

of 10th graders in other school schools in Central ISD. Using Statistical Programming 

for Social Sciences (SPSS), a t test was used to evaluate the mean difference between 

the 2010 reading, math, science, and social studies tests for two independent 

populations of 10th graders, the 96 Newcomer High School students and the 

comparison group of 100 students from 12 high schools in Central ISD, none of 

whom were newcomer immigrants. An independent samples test was used to 

determine whether there was a significant difference between the 2010 TAKS scores 

for the Newcomer High School 10th graders and the 10th graders from the 

comparison group. Analysis of variance (ANOVA) was used to evaluate the mean 

differences between Newcomer High School 10th-grade students and the comparison-

group of 10th graders.  
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Focus groups. A part of this study was the use of focus groups made up of 

ninth- and 10th-grade, newcomer immigrant students in the Newcomer High School 

of Central ISD; their parents or guardians; and teachers (see Appendices A–C). The 

use of focus groups helped answer Research Questions 2 and 3. As Lincoln and Guba 

(1985) recommended, the inquiry will take place at the schools. Lincoln and Guba 

stated that the inquiry “must be carried out in a ‘natural’ setting because phenomena 

of study, whatever they may be—physical, chemical, biological, social, 

psychological—take their meaning as much from their contexts as they do from 

themselves” (p. 189). Morgan (1988) described focus groups  

as a form of qualitative research . . . basically group interviews, although not 
in the sense of an alternation between the researcher’s questions and research 
participants’ responses. Instead, the reliance is on interaction within the group, 
based on topics that are supplied by the researcher, who typically takes the 
role of a moderator. The fundamental data that focus groups produce are 
transcripts of the group discussions. (pp. 9–10) 

Upon commencement of the study, the researcher contacted the appropriate 

personnel at the study school with a written request to perform the proposed research. 

A research application was approved by Central ISD. The researcher informally 

qualified the subject schools at this time based upon willingness or enthusiasm for the 

project by district administration. Designees within the Central ISD research and 

evaluation department served as contacts for site entry and data collection. 

Initial results developed in areas related to the achievement gap for newcomer 

ninth and 10th graders in the Central Texas area. The design of the focus-group 

question protocol was to identify specific areas of academic weakness in the 

background of newcomers. Of interest for this study were two questions: What are the 
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academic needs of the newcomer immigrant students, and what is the perceived 

effectiveness of strategies being used?   

 The persons asked to take part in the focus groups were ninth- and 10th-grade 

students, parents, faculty, staff, and administrators in Central ISD. It was expected 

that at least 240 students likely would participate and about 12 teachers. Although 

every effort was made to encourage participation on the part of the subjects, it is in 

the nature of such projects that some individuals would be unwilling or unable to 

participate. Sufficient quantities of data collection were planned to circumvent this 

obstacle and provide meaningful evaluation. 

 A pilot study was conducted to ascertain the effectiveness of the focus group 

questions, and changes were made to improve the questions. Letters were sent out to 

students whose parents had signed the Consent Forms thanking them for agreeing to 

participate. They were given time slots for meeting for focus groups made of ninth- 

and 10th-grade students and their parents. The focus groups were scheduled over a 

period of 2 weeks and took place after school and during one Saturday. Nineteen 

students and one parent signed up to participate in the focus groups. The student 

focus groups took place, and one parent and one guardian were included. Three focus 

group sessions were held: (a) 10th-grade students, (b) ninth-grade students with one 

guardian, and (c) a 10th-grade student and his father. 

 Interviews. The survey process would give rise to a more targeted tool of 

investigation, interviews. Interview data helped answer Research Questions 2 and 3. 

An interview protocol was designed and implemented with a group of participants 
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related to this study through the successive application of the general questions 

mentioned above. Analysis of the initial focus group questions and responses led to 

questions that were used to develop interview instruments. The developed interview 

protocols were to be used for one administrator, two educators, and a minimum of 

five students at the school participating in the study. The students were randomly 

chosen, and the number for each school was a specific percentage deemed to provide 

appropriate statistical validity to the study. Discussion with a panel of experts would 

render the appropriate number of students and teachers to interview. Thirteen 

interviews were conducted with two teachers, three parents, three students, two staff 

members, and three administrators (see Appendices A–D).  

The interview questions focused on the experience of the students, steps taken 

by the districts (schools) to narrow the achievement gaps, and the strategies being 

used. Subjective questions concerned how successful the programs and strategies are. 

 It was anticipated that the interview process would be organic in that it would 

grow and change shape somewhat during the process of investigation. Anecdotal 

information might direct that additional data be collected. The interview process took 

place during the Spring 2010 school semester. By interviewing parents, staff 

members, educators, and administrators, comparisons were made of their varying 

perceptions. These were compared with the findings from the focus groups. The 

primary focus of interview data collection was individual interviews; however, data 

also were gathered in the form of observations at different classrooms and at the 

school research site. As Glaser (1965) noted, “The analyst, in direct pursuit of his [or 
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her] purpose, is constantly redesigning and reintegrating his [or her] theoretical 

notions as he [or she] reviews [the] material” (p. 437). 

 Observations. Lincoln and Guba (1985) described observation as a “powerful 

tool” (p. 274). Additionally, Lincoln and Guba stated, “A major advantage of direct 

observation . . . is that it provides here-and-now experience in depth” (p. 273). 

Substantive supplemental data were collected during the interview process. A guided 

instrument was created to facilitate the acquisition of uniform field notes in 

observations. The observation protocol was developed after the focus groups and 

interviews occurred. These helped guide protocol development (see Appendix E). 

Such observations provided additional context for the students in the different schools 

being studied. Such observations are perceived to be less intrusive than the interviews 

and often result in few observer effects (Adler & Adler, 1994). Nineteen observations 

were made, including three Saturday School math classes, an after-school English 

tutorial session, and 14 classes plus hallways. The class observations were of three 

math classes; five English, reading, and writing classes; two science classes; three 

world history and world geography classes; and one advisory class. Observation data 

helped answer Research Questions 2 and 3. 

Documents. The data collection and analysis stage was augmented by 

collecting documents. According to Glesne (2006), “Documents and other 

unobtrusive measures provide both historical and contextual measures to your 

observations and interviews” (p. 68). Examples of documents include minutes, letters, 

diaries, letters, memoranda, graffiti, notes, membership lists, newsletters, newspapers, 
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and “computer-accessed bulletin boards” (Glesne, 2006, p. 66). According to Lincoln 

and Guba (1985), “Documents and records are singularly useful sources of 

information” because they are available, stable, and rich sources of information and 

are “legally unassailable” (p. 276). Existing documents and artifacts of policy were 

collected and used in this study to aid in the analysis and study of the research 

questions.  

Examples of documents that were used are school and district mission 

statements, school and district newspapers and publications, promotional materials 

about the school, the bridging ceremony program, Open House information packet, 

and other documents available from public agencies such as the TEA. 

Data Analysis 

Statistics. Accountability scores of 10th-grade newcomer immigrants were 

compared to those of the general population in each school. This process used SPSS 

and descriptive statistics. 

 Constant comparative method. The constant comparative method of data 

analysis was used to analyze the qualitative data in this study. The constant 

comparative method combines inductive category coding while a comparison of all 

units of meaning is occurring (Glaser & Strauss, 1967; Maykut & Morehouse, 1994). 

As each new unit of meaning is selected for analysis, it is compared to all other units 

of meaning and subsequently categorized and coded with similar units of meaning 

(Maykut & Morehouse, 1994). A new category is formed if an existing category is 

not a compelling fit. This makes the analysis of data dynamic and self-directing. As 
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the research process flows, units are compared and concepts are developed. Concepts 

are refined, and a theory is generated. The theory is further defined as it pertains to 

limitations and is presented. According to Goertz and LeCompte (1981), continuous 

refinement is possible: As initial categories are merged with other, new categories 

result; new relationships also can be discovered in the process. 

 The constant comparative method was used for this study as it is a method 

appropriate for generating and verifying the resultant theory. Additionally, this 

method allows for the inclusion of mixed methods, in this case qualitative and 

quantitative. Methods triangulation was used in this study to “counteract the threats to 

validity identified in each” (Berg, 1995, p. 5).  

 Glaser (1965) identified four stages for the constant comparative method: (a) 

“comparing incidents applicable to each category,” (b) “integrating categories and 

their properties,” (c) “delimiting the theory,” and (d) “writing the theory” (p. 439). 

Categories were generated in the initial stages of data analysis. A coding process took 

place to make comparisons gleaned from the data. The interviews provided thick data 

for these purposes. Lincoln and Guba (1985) provided an illuminating description of 

categorizing: 

The essential tasks of categorizing are to bring together into provisional 
categories those cards that apparently relate to the same content; to devise the 
rules that describe category properties and that can, ultimately, be used to 
justify the inclusion of each card that remains assigned to the category as well 
as to provide a basis for later tests of replicabilities; and to render the category 
set internally consistent. (p. 347). 

 Coding. The basic “defining” rule of the constant comparative method is 

“while coding an incident for a category, compare it with the previous incidents 
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coded in the same category” (Glaser, 1965, p. 439). Three coding methods were used 

in an interactional and nonsequential manner (Rorrer, 2001): open, axial, and 

selective.  

Open coding is used to refer to “the naming and categorizing of phenomena 

through a close examination of the data” (Merriam, 2002, p. 148). According to 

Merriam,  

Creativity is an important element in analyzing the data; assigning code words 
was the first creative step in the data analysis. Code words were selected by 
the researcher to elicit new insights from the data (p. 149). 

Merriam explained that the researcher groups the code words around a specific 

concept in the data, called categorizing, and reduces the code words. Finally, the 

researcher writes categories from the open coding procedure as code notes, a memo. 

Memos are written and coding paradigms are created “to analyze the data further by 

asking questions and making comparisons about the content of the interview” 

(Merriam, 2002, p. 149). The main questions to be answered are who, when, where, 

what, how, how much, and why. The properties, attributes, or characteristics of a 

category can be determined. Additionally, the researcher can ask about the 

dimensions, such as the frequency or timing, of the category along a time continuum 

(Merriam, 2002). 

 In performing axial coding, the researcher puts data back together in “new 

ways by making connections between a category and its subcategories to develop 

several main categories” (Merriam, 2002, p. 149). According to Merriam, the model 
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produced “denotes causal and intervening conditions, phenomena, contexts, action 

[or] interactional strategies, and consequences” (p. 149). 

 The process for selective coding integrates “categories to form a substantive 

theory” (Merriam, 2002, p. 149). Merriam described the process: 

This theory describes an interrelated set of categories that emerged from the 
data through a constant comparative coding and analysis procedure. The 
identification of a core category, one that accounts for most of the variation in 
a pattern of behavior, was essential for the development of the theory. Once 
the core category was identified, the remaining categories could then be 
related to the core category as the conditions that led to the occurrence of the 
phenomenon and as the phases that represented the phenomenon. (p. 149) 

Trustworthiness 

 Lincoln and Guba (1985) contended, “Triangulation of data is crucially 

important in naturalistic studies. As the study unfolds and particular pieces of 

information come to light, steps should be taken to validate each against at least one 

other source ” (p. 283). Various sources of evidence were collected in order to 

strengthen this case study. Additionally, an audit trail was maintained. Lincoln and 

Guba noted, “The audit may be the single most trustworthiness technique available to 

the naturalist” (p. 283).  
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Chapter 4: The Case of Newcomer High School 

This chapter presents the findings related to the research questions. The 

purpose of this study was to examine the achievement gap of newcomer immigrant 

students and nonimmigrant students, analyze newcomer immigrant students’ 

academic needs, and to study the perceived effectiveness of strategies used. First, the 

chapter presents a description of Central ISD and Newcomer High School. Second, 

results are presented pertaining to Research Question 1 and the achievement gaps of 

newcomer immigrant students in comparison to students from 12 high schools in 

Central ISD. Then, results are presented pertaining to Research Questions 2 and 3 

about academic needs and perceived effectiveness of instructional strategies, 

respectively. All names for districts, schools, and individuals are pseudonyms. 

The Case 

 Central ISD. The research site, a high school for newcomer immigrant ninth- 

and 10th-grade students, is in Central ISD. Central ISD was established in the late 

1800s. It is a fast-growing district with over 50,000 students enrolled and over 100 

campuses. The population in 2008-2009 was around 12% Black or African American, 

about 60% Hispanic, approximately 26% White, 0.2% Native American, and 3% 

Asian or Pacific Islander (TEA, 210a, 2010b). According to the TEA (2010b) 

Academic Excellence Indicator System, over 60% of the students are economically 

disadvantaged. The LEP students are close to 30% of the total student population. At-

risk students are over 50% of the student population (TEA, 2010b).  
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 Last year, a new superintendent was hired upon the retirement of the former 

superintendent. The new superintendent has been progressive and has standardized 

electronic systems throughout Central ISD. The vision of the district is to be 

nationally recognized as an outstanding school district that instills a passion for life-

long learning in all students. 

 The goals articulated for the strategic plan are for all student to perform at or 

above grade level, for achievement gaps among all student groups to be eliminated, 

for all students to “graduate ready for college, career, and life in a globally 

competitive economy” and for all schools to “meet or exceed state accountability 

standards, and the districts” to “meet federal standards and exceed state standards.” 

 Newcomer High School. Newcomer High School was established in 2004 

(Central ISD, 2010). The current principal has been in her position for 2 years. The 

purpose of the school is to work with newcomer immigrants aged 14–16. The high 

school is a campus for ninth and 10th graders. According to the TEA 2008-2009 

School Report Card, available from the Central ISD website, the total operating 

expenditures per student at Newcomer High School are $14,311. The Central ISD 

website showed that the school received Acceptable state accountability ratings for 

2007, 2008, and 2009. The school did not make Adequate Yearly Progress per NCLB 

(2002) for the same years. The school received Gold Performance 

Acknowledgements for Mathematics and Social Studies. A certificate of recognition 

from Central ISD is displayed at the front office for the Gold Performance 

commendation. 
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The school’s “Welcome Brochure” from 2009 stated that the goal of 

Newcomer High School is “to enable students to attain a high level of proficiency in 

Academic English while acquiring the academic skills necessary to meet societal 

demands of an ever-changing global society.” The school’s motto is “Always 

Reaching for the Stars.” The “Welcome Brochure” also mentioned the Newcomer 

Welcome Center of Central ISD. The process for having the opportunity to attend the 

Newcomer High School, which is a school of choice, is described as follows: 

Recent immigrant students are assessed at the [Central ISD] Welcome Center 
or home campuses. The assessments determine the student’s general literacy 
in regard to his/her abilities to deal with the rigorous high school curriculum 
in the regular program without assistance. 

 
If the student is determined to need assistance, he or she has the opportunity to 

attend Newcomer High School. Figure 1 is a schematic image illustrating the process 

at Central ISD for determining the eligibility of a newcomer immigrant student for 

attending Newcomer High School. Eleventh and 12th graders go directly to their 

neighborhood high schools. 

According to the principal, New Tech High School is now in existence as 

New High School. The state of Texas gave New High School one year to transition 

after the closing of another high school due to unacceptable accountability ratings. 

The resulting schools are Science, Technology, Engineering, and Mathematics and 

International Technology. Project-based learning takes place at New High School. 

As of May 2009, 241 students were enrolled at Newcomer High School. In 

November 2009, there were 247. Thirteen languages are spoken and students come 

from 20 countries. Students can be old as 17. There are 48 political refugees. There 
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are significant Pacific Rim populations, with 24 Burmese and two students from 

Cambodia. Close to 80% are Spanish speaking. 

 
Figure 1. Newcomer student designation process in Central Independent School 
District. 

 
As stated on the Newcomer High School “Welcome Brochure,” secondary 

students get assessed at the Newcomer Welcome Center. Assessments determine 

eligibility to attend Newcomer High School. Students scoring below 2.5 on the 

Language Assessment Scales Testing, on a scale of 1 to 5, can attend Newcomer High 

School. Students scoring over 2.5 attend their neighborhood assigned school. 

Students younger than 14 go to the neighborhood school. If the parent declines the 

opportunity for the student to attend Newcomer High School, the protocol calls for 

the parent to talk with the principal. A Home Language Survey is also given. 

Sometimes parents are concerned about their child attending the high school. The 
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principal tells them about transportation to encourage them to take advantage of the 

student’s eligibility to attend the high school. After 10th grade, students transfer to 

the neighborhood school. 

In May 2009, the principal mentioned that Williams High School (all school 

names are pseudonyms) “has a great ELL program for the students who are overage.” 

In November 2009, she mentioned that Albert High School has the highest number of 

ELLs at the high school level in Central ISD, about 700 out of 1,700 students. Albert 

High School is a sister school for Newcomer High School and is a comprehensive 

high school. About 60% of the Newcomer High School students go on to attend 

Albert High School. The Newcomer Welcome Center is located on the Albert High 

School campus. The district high school with the second highest proportion of ELLs 

is Williams High School. 

At Newcomer High School, all LEP students take TELPAS, which covers 

reading, writing, listening, and speaking English. TELPAS replaced the Reading 

Proficiency Test in English. The TELPAS score is used to assess students in the 

following levels: Beginning, Intermediate, Advanced, Advanced High. Newcomer 

immigrants are exempt from testing for 3 years. However, if a student advances well 

and scores Advanced High, the student loses the exemption and has to take TAKS. If 

ninth graders score Advanced High, they go to their neighborhood school or their 

home campus. In the spring of 2010, there were TAKS-LAT data only for the 10th 

grade level. TAKS-LAT takes the place of TAKS. Newcomer High School students 

are exempt from TAKS. 
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The principal said that one of the biggest struggles is the academic gap in 

education. Many students have third-grade-level educations. A common example is 

students who come from political refugee camps. Another challenge faced at the 

school is a lack of a dictionary for the language a student speaks. For example, there 

is a minority language, Kazen, in Burma in addition to the majority language of 

Burmese. Kazen-English dictionaries are not commercially available. When 

mentioning dictionaries, a staff member stated, “Dictionaries. That is a big one. When 

we get a new student that speaks a language of a country that we haven’t yet enrolled, 

we make sure to get them a dictionary.” To deal with the academic needs of the 

students, the principal noted the use of a professional development initiative called 

QTEL (WestEd, 2010). QTEL is grounded in sociocultural learning theory and 

provides teachers with concrete ways to maintain a rigorous curriculum while 

instructing ELLs (WestEd, 2010). The principal stated, “We work with QTEL, Dr. 

Aidi Walqui, and with Albert High School, number one for ELLs.” She also 

mentioned that non-Spanish speakers are in separate classes from Spanish speakers. 

For the academic year 2009-2010, the official Newcomer High School 

website listed 17 languages spoken at the school and 21 native countries of students. 

Languages (in order of number of students who speak it) are the following: 

• Spanish, 

• Burmese, 

• French, 

• Portuguese, 

• Arabic, 
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• Somalian, 

• Bengali, 

• Swahili, 

• Krio, 

• Kinyarwanda, 

• Karen, 

• Cambodian, 

• Nepali, 

• Chinese, 

• Japanese, and 

• Romanian. 

Native countries (in alphabetical order) are the following: Bangladesh, Bhutan, 

Brazil, Burundi, Cambodia, China, Cuba, El Salvador, Guatemala, Honduras, Iraq, 

Ivory Coast, Japan, Mexico, Myanmar, Nepal, Nicaragua, Republic of Congo, 

Somalia, and Vietnam. 

Newcomer High School has 17 staff members. There is also a full-time social 

worker and a full-time counselor. According to TEA 2007-2008 data retrieved from 

the Great Schools (2010) website, the teachers had the following teaching experience 

by percentage: 14% were beginning teachers, 65% had 1–5 years of experience, 12% 

had 11–20 years of experience, and 9% had 21 or more years of experience. The 

average class sizes for English were 12 students, compared to 20 for the state of 

Texas, and for social studies average class size was 14 students, compared to 22 for 

the state. 
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School’s Theory of Action 

 The theory of action is being used to formulate assumptions for this case. A 

series of assumptions is described here for the research site. An alternative high 

school in Central ISD was designed to serve the needs of newcomer immigrant ninth- 

and 10th-grade students with low English proficiency. This “alternative education 

campus” is a school of choice. To qualify for admittance into this high school, these 

students need to be recent immigrants, having been in the United States 3 years or 

less.  

 Instructional assumptions for the case are small class sizes. QTEL (WestEd, 

2010) instructional strategies are used in the classes. The school is organized into 

three teams. Collaborative planning occurs via the principal and the teachers and by 

way of the teams. Curricular assumptions are that the regularly adopted textbooks are 

not used and curricular materials are to be selected specifically for the newcomer 

immigrant student population. Computers and Internet sites are to be used as they are 

appropriate for ESLs. 

 All teachers at the alternative high school for newcomer immigrants are to be 

ESL prepared and certified. Speaking other languages is recommended. They are all 

prepared in QTEL instructional training. A caring environment is prerequisite. The 

National Board certification process is encouraged for teachers. All teachers are 

expected to be top professionals. It is assumed that the environment of the alternative 

high school will not be top-down but include the structure for a democratic process. It 
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is structured so faculty and administrators can work together to plan major events and 

student services such as tutoring and transitioning for students.  

Given this theory of action, Newcomer High School is largely effective in 

dealing with the newcomer immigrant population. The theory of action is fully 

implemented at Newcomer High School in the following ways. Some newcomer 

immigrants arrive with about 3 years of academic background. Many have very low 

proficiency in speaking, reading, and writing English. Knowledge gaps are clear in all 

core areas such as English, mathematics, social sciences, and science. Evidence of the 

achievement gap between immigrant and nonimmigrant students is discussed in the 

results for Research Question 1.  

Instructional strategies and curriculum aligned to the theory of action are used 

at Newcomer High School. QTEL strategies were developed with newcomer 

immigrant students and LEPs in mind. The implementation of anticipatory guides and 

warm-up lessons lets students know the focus of the day’s lessons and helps them 

prepare for the material to be reviewed or learned. Clear lesson objectives assist in 

letting students know what they will be learning. Explicit instructions are invaluable 

in helping the students focus on their instructional activities. Guided discussion with 

language structural support provides students some comfort in presenting their 

arguments and opinions on controversial topics. Visual schematics developed by the 

students by producing illustrations and posters enrich their understanding of the 

instructional material.  



 

62 

QTEL and other professional training and preparation of the educators, 

administrators, staff, and teachers are appropriately serving the student population. 

Class sizes were observed to be small, around 14 to 15 students per class. The largest 

classes were in mathematics and had 19 to 20 students per class. The school and 

students are organized into three teams. Administrators, teachers, and school staff 

work together to plan curriculum and academic services and actitivities for the 

students. They plan, for example, additional instructional time opportunities such as 

after-school tutoring, Saturday tutoring sessions, and Summer School.  

Curricular materials are selected that are appropriate to address the students’s 

academic needs. Computers, iPods, and appropriate Internet sites are used to assist 

the students when and where necessary. Teachers communicate in the students’s 

native language when possible and as needed. Teachers are well prepared; all teachers 

have ESL preparation and certification. Two teachers were finalizing their National 

Board teacher certification. A caring environment is provided for these students as 

they are happy, moving forward academically in their new country, and showing a 

sense of accomplishment.   

Results for Research Question 1 

What are the achievement gaps among high school newcomer immigrant 

students in Central Texas? In order to respond to this question, data were requested 

from Central ISD. A data sharing agreement was approved by the school board on 

August 23, 2010. The signatories on the agreement included the author, the advisor, a 
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representative from the Office of Sponsored Projects, the superintendent of Central 

ISD, and the president of the school board.  

Student demographics. Central ISD provided data for 196 subjects in Grade 

10, 96 from Newcomer High School and 100 from 12 comparison high schools in 

Central ISD. The comparison group did not include any newcomer immigrant 

students. Table 1 presents comparison data for students at Newcomer High School 

and the comparison group as well as sex, ethnicity, LEP status, native language, IEP 

status, and low socioeconomic status.  
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Table 1 

Number of Students at Newcomer High School and the Comparison Group by 
Demographic Characteristic 

Demographic 
Newcomer 

High School 
Comparison group 

of 12 schools 
Number of 10th grade subjects 96 100 
Sex   

Female 45 51 
Male 51 49 

Limited English proficient 96   0 
Home language    

English   0 96 
Spanish 85   4 
Burmese   4   0 
French   1   0 
Vietnamese   1   0 
Other languages   4   0 

Race   
White   0 49 
Hispanic 85 26 
Black   4 21 
Asian or Pacific Islander   7   3 
American Indian or Alaskan Native   0   1 

Special ed., Individualized Education Plan   0 15 
Economic status    
Not identified as economically disadvantaged   4 64 

Eligible for free meals 89 30 
Eligible for reduced-price meals   3   6 

Newcomer Immigrants         96   0 
 

The mean age for students at Newcomer High School was 16.17, with a range 

of 14 to 18 (SD = 0.834). For the comparison group, the mean age was 15.17, with a 

range of 15 to 17 (SD = 0.428). Newcomer High School students had completed more 

courses than the comparison group. Newcomer High School students earned 18.72 

credits (SD = 5.42). For the 12 comparison schools, students earned a sum of 15.01 

credits (SD = 3.56). 
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While all students from Newcomer High School were designated LEP, no 

student in the comparison group was designated as LEP. The home language for 

Newcomer High School was Spanish for 85 of the 96 students; for the comparison 

school group, 96 listed English as the home language and four as Spanish. No 

students from Newcomer High School had an IEP for special education services, 

compared to 15 in the comparison group. For Newcomer High School, 92 of the 96 

students (96%) are eligible for free or reduced-price meals under the National School 

Lunch and Child Nutrition Program, an indicator of low socioeconomic status. For 

the comparison group, 36 students (36%) were eligible for free or reduced-price 

meals.  

 TAKS scores. Using SPSS, a t test was used to evaluate the mean difference 

between the two independent populations of the 96 students from Newcomer High 

School and the 100 subjects from 12 comparison high schools from Central ISD. 

Their 2010 TAKS scores for reading, math, science, and social studies were used in 

this statistical analysis. Definite gaps were found between the mean scores of the 

Newcomer High School students and the comparison group in all tests. Table 2 

presents the data. The gaps in scores for reading, math, science, and social studies 

TAKS and TAKS-LAT scores were 244.65, 211.38, 269.18, and 870.04, respectively, 

with the social studies score gap being the widest. 
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Table 2 

Mean Scores on 2010 Texas Assessment of Knowledge and Skills 

Test and group Mean SD SE mean 
Reading    

Newcomer High School 2,006.82   77.049   8.167 
Comparison group 2,251.47 163.565 17.241 

Math    
Newcomer High School 1,985.71 110.515 11.715 
Comparison group 2,197.09 259.715 27.376 

Science    
Newcomer High School 1,907.49 141.531 15.002 
Comparison group 2,176.67 291.655 30.743 

Social studies    
Newcomer High School 1,420.45 265.871 28.182 
Comparison group 2,290.49 324.452 34.200 

Note. Newcomer High School N = 89; comparison group N = 90. 

 Levene’s test for equality of variance was used in the independent samples 

test. According to Elvers (n.d.), the Levene’s test for equality of variances shows 

whether the assumption of the t test has been met. Elvers stated that of the p-value is 

less than or equal to the α level for the test (usually .05), the researcher can reject the 

null hypothesis that the variability of the two groups is equal, implying that the 

variances are unequal. The value for F was large and the p-value was less than .05 for 

all tests, as can be seen in Math (25.62). When the F-ratio is near 1.00, “there is no 

evidence to suggest that the treatment has any effect” (Gravetter, 2007, p. 396). 

According to Gravetter, a large F-ratio (noticeably larger than 1.00) indicates that the 

differences between treatments are greater than expected by chance; that is, the 

treatment does have a significant effect. The independent-measures hypothesis test 

uses the t statistic to determine that a significant difference exists between the two 
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independent groups of interest (Saenz, 2007). Table 3 shows the independent samples 

test. 

Table 3 

Independent Samples Test 

t test for equality of means 

Levene’s test 
95% CI of the 

diff. Test and 
group F Sig. t df 

Sig. 
(2-

tailed) M diff. 
SE 

diff. Lower Upper 
Reading          

Equal 
var. 

12.42 .001 -12.78 177.00 .000 -244.65 19.15 282.43 206.86 

Equal 
var. not 
assumed 

  -12.82 126.96 .000 -244.65 19.08 282.40 206.90 

Math          
Equal 
var. 

25.62 .000 -7.07 177.00 .000 -211.38 29.89 270.38 152.39 

Equal 
var. not 
assumed 

  -7.10 120.49 .000 -211.38 29.78 270.34 152.43 

Science          
Equal 
var. 

19.12 .000 -7.84 177.00 .000 -269.17 34.32 336.92 201.43 

Equal 
var. not 
assumed 

  -7.87 129.03 .000 -269.17 34.21 336.85 201.49 

Social 
studies 

         

Equal 
var. 

4.619 .033 -19.611 177.00 .000 -870.04 44.36 957.59 782.49 

Equal 
var. not 
assumed 

  -19.63 171.11 .000 -870.04 44.32 957.52 782.56 

Note. Newcomer High School N = 89; comparison group N = 90. 

 
 Using SPSS, ANOVA was used to evaluate the mean differences between the 

two populations, Newcomer High School and the comparison group, on the 2010 

TAKS scores. The two populations again showed mean differences and a p-value of 

.000 (< .05). See Table 4. 
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Table 4 

Analysis of Variance Results 

Test and statistic 
Sum of 
squares df Mean square F Sig. 

Reading      
Between groups   2,678,288     1   2,678,288.11 163.272 .000 
Within groups   2,903,480 177       16,403.84   
Total   5,581,768 178    

Math      
Between groups   1,999,454     1   1,999,454.28   50.000 .000 
Within groups   7,078,018 177       39,988.80   
Total   9,077,472 178    

Science      
Between groups   3,242,203     1 3,242,202.73   61.486 .000 
Within groups   9,333,302 177       52,730.52   
Total 12,575,505 178    

Social studies      
Between groups 33,873,290     1 33,873,289.68 384.591 .000 
Within groups 15,589,457 177       88,076.03   
Total 49,462,746 178    

 

Results for Research Question 2 

 What are the academic needs among high school newcomer immigrant 

students in Central Texas? To answer this question (as well as Research Question 3 

about perceived effectiveness of strategies), focus groups, interviews, and 

observations were conducted. A pilot study was conducted to ascertain the 

effectiveness of the questions, and changes were made to improve the focus group 

questions. Three focus group sessions were held: (a) ninth- and 10th-grade students, 

(b) ninth-grade students and a guardian, and (c) a 10th-grade student and his father. 

Thirteen interviews were conducted. The interviews included the following: two 

teachers, three parents, three students, two staff members, and three administrators. 
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Nineteen observations were made, including three Saturday School math classes, an 

after-school English tutorial session, and 14 classes plus hallways. The class 

observations were of three math classes; five English, reading, and writing classes; 

two science classes; three world history and world geography classes; and one 

advisory class.  

 School conditions and a caring culture. The school setting is a microsystem. 

Based on observations, Newcomer High School is welcoming and the principal and 

staff clearly have warm and collegial relationships. When one student was 

withdrawing from the school, the principal assured the student that he would be 

missed and that he was wished the best for his future. A painting in the principal’s 

office says, “I hope it can be said we taught them to be tall and proud even in the face 

of history and the future was made whole for us all, one child at a time.”  

The school clerk is called “Abuelita” (grandmother) by the students. She 

shows her concern for the students. They bring her small presents, such as homemade 

cookies, to show their appreciation. Students stop by her desk at the front of the 

administrative offices to say hello and share information about personal events such 

as academic successes. When a teacher was absent and the students were a bit 

rambunctious with a substitute teacher, Abuelita went into the classroom and told the 

students to behave properly as she had high expectations of them. She warmly greets 

all visitors to the school, including students from The University of Texas who come 

to mentor or tutor students. 
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 The entrance to the school building, which also houses New High School, has 

the Newcomer High School Banner in a display case. The school motto is 

prominently exhibited: “Always reaching for the stars.” In one hallway, 18 countries’ 

flags hang from the ceiling. In a parallel hallway, 15 more national flags hang from 

the ceiling. One bulletin board has college flyers displayed, representing such 

organizations as College Board and colleges that accept the Common University 

Application. 

 Greatest academic challenge. The principal of the Newcomer High School 

said that a major academic struggle is the academic gap in education, However, the 

most common challenge mentioned by students, parents, and staff at the school was 

the inability to speak English well. One student stated “Pues yo creo que es solamente 

no saber 100% inglés [Well, I believe it is only not knowing 100% English].” He 

stated that he had no other difficulties. 

 Another challenge mentioned by the principal is possible lack of a proper 

dictionary for a certain language. She noted, for example, that there is a minority 

language, Kazen, in Burma (versus Burmese). Seeing that English proficiency is his 

biggest goal and challenge, one student said, “My best friend is the dictionary. . . . 

That is why I call it my best friend, because this is my second language. It help me to 

learn English.” A staff member stated that she sees English as “the number one 

barrier, the language barrier, that I see.” A parent stated the most difficult task for his 

child was “aprender el inglés [to learn English]” but added “Entender más de 

matemáticas” [to understand more mathematics].”  
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 An administrator responded to the question about the biggest academic need 

in the following manner: 

That, it’s really difficult. One, of course is to learn English. That’s an 
academic need. The other academic need is to fulfill their requirements for 
graduation, and it’s very difficult to make those two things fit together, but 
those are the two main things.  
 
I definitely think we should have, I would love to have some other high 
schools that were similar to us. We have not encountered anybody that is like 
us. In my perfect world I would have another high school that is like us for the 
older kids. Right now we take kids that are 14 to 16, sometimes 17, but I 
would like to see one that would take the 11th to 12th graders and graduate. 
At one time, we talked about us adding another year, meaning eventually 
becoming a 4-year high school, but then the budget tightened up and that did 
not become an option.   
 
So the academic needs are really, really great, but also the social and 
emotional needs because, as I mentioned, there are so many that come so 
impoverished and so happy to be here. But they need some guidance. They 
need some help like with getting medical services, however that would be, 
with the McCormick, or whatever. They need help with that. A lot of time, 
they need help with clothing, housing issues. Our social worker does not 
find them housing unless it’s an emergency situation. Usually, like if a 
young person got kicked out of their house or something. Normally, we 
wouldn’t do that, but we need someone to do that kind of thing. And this is 
something also. We don’t check anything to do with their immigration 
status. That is not an issue. I know in Arizona and California it certainly is, 
and I sure hope we don’t go that way, because that makes us become law 
enforcement. We don’t want to do that.   
 

While this administrator considered the academic needs, she was also cognizant of 

needs outside of the school. She showed sincere concern for the students, as did the 

other school staff. The administrator mentioned the consideration of graduation 

requirements. Graduation from high school is indeed important for all students. 
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Results for Research Question 3 

 What is the perceived effectiveness (strength) of strategies used to narrow the 

achievement gaps between immigrant and nonimmigrant students? With the academic 

challenge of learning English and fulfilling requirements to graduate from high 

school, many effective teaching strategies were demonstrated in the school 

classrooms. Evidence was abundant from students, parents, teachers, and staff from 

focus groups, interviews, and observations, that many strategies are used to help the 

students learn and that the QTEL (WestEd, 2010) training was effective. 

Teaching for understanding. Teaching for understanding occurs in several 

manners. Many students referred to teachers explaining in explicit manners and in 

various ways. For example, one ninth-grade student from Mexico stated,  

Pues sí, cada maestro trabaja diferente porque hay unos maestros que nos 
explican como más, a modo que entendamos. Si ellos notan que no 
entendemos de una manera, nos explican de otra manera hasta que ellos estén 
conscientes de que lo entendimos. Hay otros que realmente, sí nos explican 
pero no, hay veces que uno no capta bien.  
 
[Well, yes, each teacher works differently because there are some teachers 
who explain, like, more, in a manner that we understand. If they notice that we 
do not understand in one manner, they explain in another manner until they 
are cognizant that we understand it. There are others, really, if they explain it 
to us but no, there are times that one does not comprehend well.] 

 
Teachers explain in several ways so all students are able to capture the material 

taught. 

A ninth-grade student explicitly stated how his math teacher assisted him in 

learning: 

Yo entiendo también en matemáticas. Pues él nos explica. Da ejemplos. 
Cuando nos pone un trabajo, explica con el primer problema que hay. El lo 
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resuelve y nos dice como lo hagamos y si necesitamos ayuda, él va a nuestra 
banca y nos ayuda y nos explica bien también. Sí, en cada mesa, nos pone 
nuestros libros. Muchas veces él nos enseña pues estos ejercicios están en tal 
página. Podemos verlos y repasarlos y dice, “Te puedo explicar.” Si él ve que 
hay alumnos que están muy bajos en sus calificaciones, que no le entienden en 
alguna clase, él nos dice que podemos venir el sábado para que nos enseñe 
más, para que practiquen, para que nosotros podamos aprender. Que se 
enfoque en lo que nosotros no entendemos. 
 
[I understand also in mathematics. Well he explains it to us.  He gives 
examples. When he gives us an assignment, he explains with the first 
problem. He solves it and tells us how to do it and if we need help, he goes to 
our desk and helps us explaining it well also. Yes, in each table, he puts our 
books. Many times he demonstrates, well, exercises that are on a page. We 
can see them and review them, and he says, “I can explain it to you.” If he 
sees that there are students with low grades, who do not understand in a 
certain class, he tells us that we can come on Saturday so he can show us 
more, so they can practice, so we can learn, so he can focus on what we do not 
understand.] 
 

The above student stated that teachers provide several explanations to promote 

understanding; individualized and group attention when necessary; and opportunities 

outside of the regular class time for more time to explain and for the students to 

practice more and reach comprehension of the material, such as tutorials after school 

or at Saturday School. 

A Cambodian ninth-grade student explained how teachers use different 

strategies to explain to students: 

 The teachers has different kinds to teach the students. Has better to speak 
English. We can go to each culture and give some information to each culture 
and we speak English with the culture. Because the teacher has many students 
to teach, to speak English very well and the teacher has some information and 
culture to come in and teach students and give some idea for student to learn. 
I’m done. The teachers have different kinds to teach students. It’s a lot of 
ideas for the teachers to teach students in a class. The teacher need to try to do 
everything to make this person speak English really good, like different kinds 
of students. Today, we need to repeat A, B, C first. That is why we need to . . . 
remember what is a consonant and vowel.    
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 A ninth-grade student expressed how teachers explain and repeat the 

instructional material: 

 Pues, por ejemple, unos maestros repiten hasta que nosotros entendamos. Si 
no entienden cuando ya han terminado de dar una explicacion, se acercan 
contigo. Tratan de hablar en la lengua que tú hablas. Bueno español más 
porque el otro no. Si nos ayudan. O sí en matemáticas. Pues el trabajo que nos 
da el maestro, nos da bien explicado. Casí no hay ni uno que no entienda. 
Math y algebra. 

 
 [Well, for example, some teachers repeat until we understand. If they do not 

understand when they have finished giving an explanation, they get closer 
with you. They try to speak in the language you speak. Well, Spanish because 
the other, no. Yes, they help us. Or in mathematics. Well, the work that the 
teacher gives us is well explained. There is rarely a person who does not 
understand. Math and algebra.] 

 
A 10th-grade student mentioned, “Nos explican como hacer el trabajo y nos dan 

apoyo [They explain how to do the work and they give us support].” Another 10th 

grader said, “When I ask them, they try to explain me in many, many ways to 

understand clear.”  

 Observations in the classrooms during the school day, after-school tutorials, 

and Saturday School provided ample opportunities to understand the strategies the 

students described. In an algebra class at Saturday School, the teacher showed the 

students three ways to solve quadratic equations, demonstrating, while the students 

also did the work, the foil method, the box method, and the puzzle or diamond 

method. The teacher mentioned that she also has the students solve quadratic 

equations with calculators, without calculators, with “patty” papers (papers generally 

used to separate meat patties but that math teachers use in explaining math concepts), 

small erasable white boards, Geoband (like a rubber band in different colors), and 
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with games using manipulatives. This teacher mentioned she had 3 years of QTEL 

training. 

 When one English teacher was explaining the instructional strategies she uses 

in the classroom, she stated, “Oh my goodness, I think you’re going to run out of 

[recording] tape.” She proceeded to describe many strategies she uses: 

 Well, the number one thing is to speak slowly, and draw a lot of pictures, and 
act things out with students when possible. As much acting out and crazy stuff 
so that it gets embedded in their head. It’s not just boring and passive. So it’s 
not unusual to hear me bark or something like that. And then we have double-
entry journals, basically strong note-taking skills, let’s just put it that way. I 
never have really gotten big on double-entry journals, which is something that 
is really big in education right now. I just teach very strong note-taking skills, 
and I teach them that there’s different ways to take notes, some just for 
comprehension, where you jot things down as you go, and then other, more 
like a double-entry journal. Like if you’re reading expository, to put the 
question on one side and the answer on the other, and you can use it for self-
testing, too.   
 
The English teacher provided substantially more examples of other strategies 

she uses. She said, “All I do is strategies, constantly. I think aloud a lot with 

everything that I do so that they see that I also do it. And I also tell them that all of 

these things that I do are what good students do too, in their native language, too.” 

She mentioned using QTEL strategies by including, “We do WestEd here. I’m sure 

you’ve heard it a million times, where they draw pictures. There’s a lot of activities 

involved.”    

 Anticipatory guides and warm-ups. Many strategies were mentioned by the 

students and teachers for teaching and learning effectively. For initiating learning in 

the class periods, warm-ups or anticipatory guides were cited. One 10th-grade student 

said, 
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Primero nos ponen el warm-up, como quince minutos. Ya después 
empezamos a trabajar con lo que estamos viendo. Cada clase es diferente. No 
sé. Lo tratan de explicar lo mejor que ellos puedan para que nosotros 
entendamos como no todos hablamos el inglés. Ellos tratan de dar la mejor 
ayuda para que nosotros podamos entender la clase. 
 
[First they (the teachers) have a warm-up, like 15 minutes. Then we begin to 
work on what we are seeing. Each class is different. They try to explain the 
best they can so we will understand because not all of us understand English. 
They try to give the best so we will be able to understand the class.] 

 
This student reiterated that teachers attempt to provide the best assistance possible so 

that students can gain comprehension of the course material. 

One English teacher had a sequence for the class written on the blackboard: 

1. Warm-up—Context Clues 
2. Quick write on war 
3. Background vocabulary on WWI 
4. Reading WWI 
5. Answer questions 
 

The teacher initiated the English class with a warm-up. Throughout the class, he 

made the class relevant to the students by, for example, explaining the vocabulary 

word refugee. When he used the word refugee, he mentioned that a student who was a 

refugee from Zaire or Burundi was attending Newcomer High School. When he 

explained the vocabulary words, he restated the definitions in various ways so the 

students would be able to understand. 

 Another English teacher had the day’s objectives on a flip chart. The 

academic objective was to successfully edit for periods, commas, and combining 

sentences. The language objective was to read out. The specific observation described 

was for after-school tutoring, and the objective for the afternoon was strategies to deal 

with summaries on TAKS. The teacher began an explanation of identifying the main 
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people, defining the climax, citing the solution, and clearly and precisely stating the 

theme.  

 An algebra teacher had as a warm-up a Quick Write:   

What is the effect of “c”?  ax2 + bx + c = c 
1. On the graph, ex.  x2 + 2 = 0 
                                 x2 + 4 = 0 
What is “c”? and how does it affect the graph? 

This teacher had students in groups of three to five. They shared their answers in 

English. Using the round-robin strategy, they took turns explaining what happened to 

the parabola with the different equations. 

Clear lesson objectives. Besides having an introductory warm-up activity, 

most teachers had the day’s instructional objectives written on the board or visible 

using equipment such as overhead projectors. An Integrated Physics and Chemistry 

Semester B teacher had the following objective on the board: “I can distinguish 

between a conductor and an insulator. I understand how they interact with heat.” The 

exercises she had planned for the students included the following: 

• Think-Pair-Share (where two students work with each other, taking turns in 

sharing their responses) activity responding to the question, What is heat? 

• Quick-draw: What other examples do you know? 

• Prediction and Observation: Demonstration Prediction Matrix, where there 

are two demonstrations, each student writing the prediction and then the 

observation. 

• Think-Pair-Share: Why do you think the paper did not burn? 
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A biology teacher presented a PowerPoint with the day’s objective expressed 

as, “I can demonstrate and analyze the flow of energy through living things.” She 

presented a PowerPoint lecture on the flow of energy with lively discussion in 

English. The students used academic vocabulary using such terminology as 

autotrophs and heterotrophs. To assist the students the teacher had ecological terms 

and images on the board, as shown in Figure 2.  

 

Ecology Terms                                                                       Top predators 
Producers- Autotrophs          Carnivores       
Primary consumer- Heterotrophs                Omnivores-  
Secondary consumer- Heterotroph                                            eats everything      
Tertiary consumer- Heterotroph 
Decomposer/Detritivore- Heterotroph                                 Tertiary Consumers    
Herbivore- Heterotroph             .1%  Heterotrophs 
Carnivore- Heterotroph                                                     1%   Secondary Consumers 
Entrophy- Energy lost                                                                Herbivores 
                 Carnivores- Eats most 
                     10%  Primary  Consumers  
                                                                                          Herbivores- Eats only plants
                                                              100%   Producers 

             Autotrophs- Plants, algae, some  
            Bacteria, Phytoplankton            
 Need huge base to support Bacteria: fungus   Decomposes- 

the consumers-heterotrophs   some insects,          pertritivores- eats 
worms                    dead matter.  

                                                                             Returns- 
                                                                   nutrients & soil  

                                                                                                       producers to ground 
 
Figure 2. Example of teacher’s classroom blackboard display. 

 

The notes on the board assisted the students by providing them vocabulary to 

use when responding to the teacher’s questions. For example, when the teacher asked 
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questions about factors that limit the growth of population, students provided answers 

including shelter, water, and food. Students also mentioned limiting factors in 

ecosystems such as temperature, water, light, and nutrients. 

An English teacher provided the following objective for a photo manipulation 

exercise: “To analyze photos/media, define beauty relative to the media, write about 

what photos and media are trying to depict use of quotations, opinion statements.” 

Students studied deceptive images and discussed reality versus fantasy. The teacher 

used several steps in the lesson as the students better understood the topic.  

 Explicit instructions. During an observation, the English teacher used a pair-

share anticipatory exercise in the photo manipulation exercise. She provided several 

statements and the students marked whether they agreed or disagreed. One statement 

was, “I make more decisions with my emotions, my feelings.” After students shared 

their responses, the teacher asked more specific questions as she explicitly defined the 

assignment, such as, “Where is the product?” and “Why is it there?” She also 

included questions about facial expressions and body language. She used an 

“Advertisement Appeals Matrix” where the students analyzed several advertisements 

in reference to images, messages, and the influence on emotions and logic. A guide 

for group discussion followed, whereby the students discussed the advertisements that 

influenced them the most and counted the number of students who felt certain ways. 

 The final assignment for photo manipulation was a collaborative group poster. 

The teacher specified the requirements, defining symbols, writing quotes that 

expressed ideas, quotes that demonstrated emotion, original ideas from the students, 
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and an original speech about the ad they were working on. She illustrated a template 

for the groups to follow and provided more detail when the students asked for more 

clarification. 

 During a classroom observation, a reading teacher provided clear explanations 

about an assignment called, “Social justice begins with me.” She had three groups 

with clearly different English proficiency levels. The group with the lowest English 

proficiency had a teacher aide at their table. Peer teaching was occurring as the 

students helped each other. Explicit instructions were provided about the 

collaborative poster that was to be produced. The teacher aide and students all 

assisted in providing more detail as needed. The teacher explained metaphor and 

simile. She provided definitions, mentioning that simile is “like” or “as,” and 

explained metaphor and simile in three different ways. Figure 3 shows what was on 

the board: 

 
Quick write:  What does success mean to you? 

Collaborative Poster 
1.  Think- How will I represent this text? And jot                 ← 
2.  Share your ideas. 
3.  Group decides on one plan. 
4.  Each poster must have  
 a. one (or more image) 
 b. one quote 
 c. one original phrase 
5.  Each team member uses one color for his work or her work on the poster as 
well as to sign the poster when the group finishes. 
 

Figure 3. Example of teacher’s explicit instruction on the blackboard. 
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The teacher went through the following example and wrote the following as 

she explained the assignment (see Figure 4). She cited topics that might be of interest 

to the students as they prepared to complete the assignment. 

 
Example: 

Social Justice 
1. Bullying 
2. Love 

1. Pets 
2. Family 
3. Boyfriends/girlfriends 
4. ♥evolution - how things change 

1. 3 years old 
2. 10 years old 
3. 15 years old 
4. 30 – future 

3. Me 
 
Figure 4. Example of teacher’s continued explicit instruction on the blackboard. 

 Visual schematics, illustrations, and posters. In focus groups and 

interviews, students mentioned posters repeatedly in discussing objects at the school 

that helped them understand and accomplish class objectives. One student stated, 

 Y pues también hay varios trabajos. En unos hay trabajos pegados dentro del 
salón como, son como posters como ejemplos de trabajo. De alguna manera te 
puedes basar de esos trabajos, tomar una idea de como hacer el trabajo. 
Puedes ayudarte de los ejemplos que ellos han puesto allí. 

 
 [And, well, there are various assignments. In some there are assignments stuck 

inside the classroom, like, they are like posters and like examples of works. In 
some way, you can base yourself in those works, take an idea of how to do the 
work. You can help yourself from those examples that have been put there.] 

 
The student was comforted and reassured that by seeing examples of the assignments, 

even if his English comprehension was not as good as he would like, he could get 
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ideas about accomplishing the tasks. This student was highly motivated to learn. He 

mentioned that he came to the United States to work but since he was obligated to 

attend school, he was pleased to get an education. His mother was also very happy he 

was getting an education since he came from a rural area in Mexico, where he had not 

had the opportunity to further his education beyond elementary school.  

A Cambodian student expressed his pleasure that posters were visible by 

saying,  

That helps me is different kinds that have the posters outside the class. 
Different kind on the poster to make me know a lot. And is on the roof 
everywhere around this building. Like in this school they have a lot of posters 
on the roof. And they put a lot of English also to make the students very good 
to learn the work and you know what does that mean and ask another student, 
“What does that mean?” And we try the conversation with each other in the 
cafeteria.   
  

This student was also highly motivated to do excellent work and to learn English. He 

admitted to being happy he was in the United States since it was very dangerous in 

his country. 

 Another student added that the material used to produce the collaborative 

posters appears on course assessments. She said, 

Pues sí, es lo único que hay, posters pegados afuera de los salones. Por 
ejemplo si lo lees, casí siempre lo que ponen en trabajo lo tienen en examenes. 
Vemos eso, como un tema pero ya todo resumido, ya todo en el poster, como 
el resumen.  
 
[Well yes, it is the only thing there is, posters taped outside the classrooms. 
For example, if you read it, it is almost always in the work that is covered on 
exams. We see it, like a theme but all summarized, all there on the poster, like 
a summary.] 
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The posters in English about science, math problems, English, social studies, 

all make for a rich visual environment at the Newcomer High School. The halls 

feature posters mostly produced by groups of students, some by pairs, and a few by 

individual students. Some mathematics posters illustrate the Pythagorean theorem; 

math problems illustrated, such as a speeding car and shown with the steps and the 

solution demonstrated; cross products; ratios and proportions; and scale drawings. 

Outside the science classes, posters show simple machines. Students define 

terms, state problems, and visually produce images. Some of the science posters 

include mathematics also. Visual representations were made to show conductors and 

insulators and where the heat goes with both.  

Many posters were evident in social studies classrooms. One class was 

observed producing posters on the population density in Japan. Groups processed 

some reading exercises with questions and articles. They worked on a poster 

according to the reading portion of each group. Everyone in the class was responsible 

for the entire reading assignment. The strategy is referred to as jigsaw. Figure 5 

shows the information written on the board to assist the students in doing their 

assignment. Students produced a collaborative poster exhibiting the information they 

collected. 
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What is the main idea from this reading? What aspect of life in Japan is  
       overpopulation affecting? 
       Explain the details. 

Title                                               
________________ 

 
What are the Japanese people doing  What solutions can you offer 
to help this situation?    to change the overpopulation of  

       Japan? 
 
Figure 5. Example of teacher blackboard from a social studies lesson using the jigsaw 
strategy. 

 
The visual schematic in Figure 6 was produced on the board as a teacher 

explained the Arab-Israeli conflict. The teacher had also written on the board 

beforehand, “Quiz over: 1. Arab-Israeli conflict, 2. Berlin Wall, and 3. Cuban Missile 

Crisis.” 

 

Definition      Characteristics 
1950-1990 
War fought between the United States War of ideas- democracy and 

communism 
and the Soviet Union for world dominance No fighting- arms race = 

competition over nuclear 
weapons 

        
 
       

People       Major Events 
John F. Kennedy     Cuban Missile Crisis 
Richard Nixon     Vietnam War 
Lyndon B. Johnson    Fall of Berlin Wall 
Fidel Castro      
Mikhail Gorbachev 
Nikita Kruschev 

 

Figure 6. Visual schematic used on teacher blackboard in a social studies lesson. 

Cold War 
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The teacher elicited responses from the students in English as he directed a 

discussion on the Cold War. The teacher spoke in English the majority of the time but 

did explain the assigned reading in Spanish a couple of times to assist the students in 

improving their comprehension. 

 In an English class, the teacher had made and put up posters about the writing 

process, with different tenses of the verb to be, listing the parts of speech, and the 

types of sentences. He also had a list of the day’s work on the board.  It follows: 

Today’s Work: 
Sequence 
1. Warm-up— Context Clues 
2. Quick write on war 
3. Background vocabulary on WWI 
4. Reading WWI 
5. Answer questions 

The English teacher prepared the students by doing exercises with the students that 

explained vocabulary that would be appearing in the World War I reading. 

 Another English teacher filled in the visual schematic during a class 

discussion. She explained, “We need to talk in English. We need to all work 

together.” One student would look up a synonym, one the antonym, one the 

thesaurus, and one the dictionary. Different groups were to work with the words 

unexpected, afterlife, transform, perspective, and narrative. The schematic shown in 

Figure 7 was filled in as the teacher guided a class discussion on the word 

unexpected. After the word unexpected was discussed, the other words were to be 

analyzed as well and placed in the middle of the visual schematic representation. 
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                                                                                                   ↓  One definition 
 Dictionary Definitions  Restate the definition 
 1.  (not) What we think  in your original words 
 2.  (not) to expect behavior  1. 
Un= 3.  (not) to have a baby 
No,  4.  
Not 5. 
            (un)expect 
 Synonyms:     
 (not) anticipate   Write a sentence. 
 (not) hope (sudden  When Mrs. Thomas  
 _____________Expected)  bought pizza it was 
      unexpected. 
 Antonyms: 0 
 
 
Figure 7. Visual schematic used on teacher blackboard in an English language arts 
lesson. 

 
 Directed speaking and discussion. A finding emerged from the data that 

strong support is provided to the students at the Newcomer High School. Visual 

schematics were produced by the teachers as they engage the students in lively 

discussions on Buddhism or the Cold War. The visual images were also 

collaboratively prepared by student groups. These instructional processes provide 

students structure to discuss the target topics in their academic courses using English.  

 One prewriting teacher had many bright posters displayed in her classroom, 

and the topics were engaging and current. Under the heading of “Pros & Cons for 

Various Topics,” topics included equal rights for gay Americans, free university for 

everyone, accessible education for all students, no borders in the world, health care 

for all, no more homeless, legalization of marijuana, utopia, and U.S. immigrant 
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rights. On the outside of her classroom door was a poster that read, “Knowledge is 

your best defense.” 

 This same teacher had students discussing “controversial topics,” the 

assignment for the day. The quick-write was the following: “Women should stop 

working after they are married. Write-explain your position.” She assisted the 

students by also writing the following on the board: 

A-Argument- assertion 
R- Reasoning│because 
E- Evidence │ for example 

 
We believe . . . 
We feel . . .  

 
Rebuttal 

 My opponents say ___________, but we feel ____________. 
 Some people think ___________, however we think _________. 
 Some people feel ___________, but we feel ____________. 
 Our opponents feel __________, but we feel ________. 
 
The teacher guided student discussion by providing them appropriate wording for 

students to present their ideas and thoughts. After much discussion, students began 

preparing closing statements. The discussions were all in English. 

 Curricular materials and additional resources. Evidence showed that many 

curricular materials and additional resources enhance the educational and 

instructional environment in the Newcomer High School classrooms. For example, 

one geometry teacher had many commercially produced posters in her classroom, 

such as some entitled “Visualizing Systems of Linear Equations,” “Visualizing 

Systems of Inequalities,” “Parent Function,” and “Quadratic Function,” but she also 



 

88 

had produced several herself. She had developed some posters about percentages and 

parallel lines.  

 As all teachers observed, this geometry teacher had several dictionaries in 

several languages, specifically Spanish. She also had the Illustrated Math Dictionary 

by De Klerk (2001), as well as math handbooks and workbooks. These books were in 

addition to standard textbooks. 

 One student shared, “Si, usa libros. Nos pone videos para entender mejor, para 

ver. [Yes, she uses books. She shows videos so we can understand better.]” In regards 

to resources, this ninth grader mentioned,  

Algunos tienen libros y videos. Pues, yo creo que dependiendo de cada 
maestro, cada uno tiene sus diferentes cosas. En geografía, el maestro pues 
tiene mapas, mapas grandes para que nos explique. En los otros también 
tienen diferentes cosas, dependiendo. En inglés son los diccionarios.   
 
[Some have books and videos. Well, I think that depending on each teacher, 
each one has different things. In geography, the teacher, well, has maps, big 
maps that he explains. In the others, they have different things, depending. In 
English, it is the dictionaries.]  

 

A staff member reported,  

Besides computers, technology. I want to say maybe the textbooks that the 
teachers use, but I am not familiar either. The only one that I have noticed is 
the technology, calculators, math, computers, and dictionaries. That is a very 
big one. When we get a new student that speaks a language of a country that 
we haven’t yet enrolled, we make sure to get them a dictionary. 
 

 A world geography teacher was pleased with the resources available to them 

for use in instructing the students: 

We are spoiled with resources on this campus. We don’t use the state textbook 
because it is inaccessible for our kids. It’s written at a level that just is 
inaccessible for our kids and it is, there’s other reasons too. The textbook, 
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linguistically, is a very complicated construct anyway. I mean, you need to 
learn how to read the textbook. So we, instead, invested money that we were 
given from Bilingual on National Geographic textbooks, which are 
specifically for students that are learning English and they cover the state 
content in a much more accessible way. So, that’s the resource that we use. 
We also have computers that work in the classroom, not enough for one-on-
one ratio but enough that students that speak an unusual language can use that 
to translate. I think other resources we have, we’re really now up to date, I 
mean in terms of teachers having laptops, in terms of laptops connected to 
projectors. I think most, the campus is up to date. I think everyone on campus 
is pretty much able to produce work on their laptop, connect it to a projector, 
and go from there. Most classes have Elmos [digital visual presenters]. I’m 
actually waiting for mine but I’ve been promised one, so I think that in terms 
of resources, we’re doing pretty good.   

 
Respondents reported that the teachers carefully analyze students’ curricular 

needs and select the best materials to take care of their academic needs. The teacher 

added: 

We’re also, every class has a set of iPods, six or seven iPods per bank, which 
comes with a dedicated IMac, and the purpose of that is for teachers, if you 
would like, to give the kids something to read in the text, you can also have it 
prerecorded in an iPod and the kid can listen to it, as well as read it, and get it 
in all mediums, which is, all the data shows that, you know, when a kid can 
listen to something, as well as read it, their understanding increases. 

 
 An English teacher mentioned using the iPods. She asks the students to listen 

to the iPods and read the stories as they listen. She stated,  

I have read so many stories in there, but some of them will come with a disk. 
But I have read, and read, and read the stories into there. It’s really funny, 
because the kids will be listening and part way, they’ll go, “That’s you!” And 
I’ll go, “Ha, ha, ha.”  

Other teachers and students mentioned the devotion this teacher has for her students 

in working with them and preparing for their instruction. 

 The same English teacher noted that she used computers in her instruction. 

She listed Internet sites that she has found useful. Starfall.com is not designed for 



 

90 

ELLs but for preschoolers. She warns the students about the target audience for 

Starfall, but said they find it useful for learning English. Another site is Pumarosa, 

which is designed for Spanish speakers. A site designed for adults is Eflnet.com. The 

teacher said, “That one is really good because it’s an adult site and it goes into 

grammar, as far as the kids want to go and they don’t feel like babies.” 

 An algebra teacher who presents many different strategies for students to 

interact with the math material likes to use the computers for enrichment when 

students have finished assigned daily work. This teacher had additional persons 

helping teach the students at a Saturday School session. Her daughter was tutoring 

students and a student was peer-tutoring others.  

 Tutorials and Saturday School. Students emphasized that additional time 

outside of the regular school day assisted them in their learning process. An algebra 

teacher likes to provide opportunities for the students to play math games after 

school. A reading teacher stated, “Yes, I tutor Monday through Thursday, ‘til 6:30 

p.m., and I usually teach Saturday School. But these kids really need it. It’s very 

tiring.” The registrar coordinates the after-school tutorial program. An administrator 

mentioned her role in the planning of tutorials in the following manner: 

 I’m the one who does the planning of the tutorials. I’m in charge of that. We 
changed it up this year, and it’s been so wonderful. We had a problem last 
year at the end of the year where kids were just not coming, or even at the 
middle of the year. They wouldn’t do it. It was boring. Then we started the 
computer part of the classes, because so many of our students come from third 
world countries and they have no experience with the computer and, of 
course, in the United States, we assume everybody can do it and these people 
don’t know how to log on. They don’t know anything about it. So, we started 
doing the computer classes where basically they can e-mail, they can use the 
computer with monitoring and supervision, of course, from an adult. They can 
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set up an e-mail account and all that. Usually we meet two times a week and 
that’s been how hugely successful, and so kids have gotten in the habit of 
staying. Now they’re staying. Yesterday we had 70 people, 70 kids out of 249. 
You know, we had 70 students. 

 
The above administrator expressed her delight that tutorials are useful for the students 

and they are able to gain skills helpful in their overall educational needs. 

Observations showed that teachers provided snacks for the students at afternoon 

tutorial and Saturday school sessons. 

Students seemed appreciative of the opportunities afforded them in after-

school tutorials and at Saturday school. One Spanish-speaking ninth grader 

mentioned his math teacher:  

Si él ve que hay alumnos que están muy bajos en sus calificaciones, que no le 
entienden en alguna clase, él nos dice que podemos venir el sábado para que 
nos enseñe más, para que practiquen, para que nosotros podamos aprender, 
que se enfoque en lo que nosotros no entendemos. 

  
[If he sees that there are students who have low grades, who do not understand 
in some class, he tells us that we can come on Saturday so he can teach us 
more, so they can practice, so we can learn, so he can focus on what we do not 
understand. 

 
For this student, Saturday School is an opportunity to gain greater understanding in 

areas that are difficult for him. 

 Another student provided the rationale that encouraged him to stay for after-

school tutorials: 

They [teachers] want me to try for me to do the best I can. And coming to 
school and ask the teacher. That’s why I stay for tutoring every day. Every 
day. Because when I come back my house, I don’t do nothing. Because when 
I do my homework, some people make me know, sometime I tired. 
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This student said he enjoys the opportunity to learn after school where his teachers 

are available to provide additional assistance in the subject matter. 

 A ninth-grade female student stated,  

A veces me quedo en las tutorías y lo que nos enseñan los maestros. Hacen 
muchos esfuerzos por que ellos se queden aquí, por ejemplo los que no 
entienden, ellos nos explican. 
 
[Sometimes I stay for the tutorials and for what the teachers teach us. They go 
to a great effort because they stay here. For example, those who do not 
understand, they explain it to us.]  

 
When referring to after-school tutorials, a ninth-grade girl showed her enthusiasm 

about her reading teacher in saying, “Sí. Está muy padre porque te enseña mucho. 

[Yes. It is really cool because she teaches you a lot.]” 

 The after-school tutorials are not just in core subjects such as mathematics and 

English reading but also in life-enriching areas such as art. An administrator cited,  

We even have had tutoring in art, tutoring in art because the kids were 
enjoying it so much. They were doing different art projects. And again it’s as 
our budget allows. We’re almost out of money so the art’s going to have to 
stop. 

 
Academic core subjects take priority for Saturday School and after-school work, but 

areas that add to the educational program are added if possible. Students ascertain that 

tutorials on Saturday and after school help them improve their academic skills, along 

with the use of computers and certain websites like Pumarosa.com. 

 Summer School. A program identified by respondents that helps newcomer 

immigrant students strengthen their academic skills and thereby narrow the 

achievement gaps between them and nonimmigrant students is Newcomer High 

School’s Summer School program. An administrator specified the following: 
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Another thing will be our Summer School program, which we are planning 
right now. I’m in charge of that. And we get help from Bilingual on that. They 
give us scholarships for 200 spots. They pay for Summer School. A normal 
American student here . . . would pay $250 for that. So we have 200 spots. 
We’re very, very pleased with that and they’re paying the salaries of seven of 
our teachers to do that and a coordinator too. That’s another way and we’re 
really pleased with that.  

 
So, that’s what we’ve been planning, trying to think about what is best for 
kids that we’re retaining, send on and what’s going to benefit our master 
schedule. We’re a small organization. It’s difficult for us to offer a lot of 
electives and a lot of choice for the kids. Of course, there’s a need, so we are 
trying to balance all of that. That’s what we have been working on for the last 
few days, and we have a meeting actually tonight with parents to get them to 
sign permission so that their children can attend, and we have, there’s bus 
service too. That’s regular school buses.   

 
Purposeful planning takes place to help the students not lose academic skills over the 

summer and strengthen them in their academic core areas. 

 One mother discussed how her daughter signs up for Summer School 

programs.  

[My daughter] va a tutorías y el sábado. Ellas [the three daughters] se agarran 
las de vacaciones también. Desde que iban a México a mí me gustaba meterlas 
[en el verano] pero ellas hacían manualidades para relajarse pero ellas 
aprendían. También [en el verano] agarran  tutorías. Ellas lo agarran solitas. 
“Me metí a tal parte,” y que me lleven a tal parte. O me van a dejar a tales 
horas. Le digo que ellas me enseñan a mí. Pues sí le hechan ganas. No porque 
le dije que aquí no las quiero. . .  Todos ayudan [las tutorías, los sábados, el 
verano]. 
 
[(My daughter) goes to after-school tutorials and Saturday School. They (the 
three daughters) also sign up for Summer School. Since they were in Mexico, 
I like to put them in summer school but they did handwork to relax and 
nonetheless they still learned. Also in the summer they sign up for tutorials 
(Summer School). They get registered on their own. “I got in such and such a 
program,” and they take me to certain places. Or they go take me at certain 
hours. I tell you, they teach me. Well, yes, if they try. Not because I told them 
that I do not want them here. . . . Everything helps, after-school tutorials, 
Saturday School, Summer School.] 
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This mother expressed that her daughters were highly motivated to do well 

academically and they sought out opportunities to go above and beyond the 

opportunities in the classrooms during the day. They took advantage of tutorials after 

school and on Saturdays, as well as attending Summer School. At Summer School, 

students find teachers such as the much-loved and devoted reading teacher who was 

planning to teach the two summer sessions in 2010 because she felt the students need 

the extra help. 

 Transition. The principal stated that after 10th grade, the students go to their 

neighborhood school, unless they leave at an earlier date due to achieving advanced 

English proficiency. She mentioned that she and the staff and faculty at Newcomer 

High School work on making the students become their own advocates for their 

education. They planned a Bridging Ceremony at the end of the school year for a few 

departing ninth graders and all of the 10th graders. The ceremony celebrated the time 

spent at Newcomer High School and was held to celebrate the students’ achievements 

and to help ease the transition to their neighborhood school. 

 The program stated the following in English and Spanish: 

We came together as strangers, but we leave as eternal friends. As we pass 
through these doors the final time as students of [Newcomer High School], we 
pause to remember the last two years. Here we have laughed and cried, lived 
and loved. We’ve created friendships and memories to last a lifetime. Now as 
we go our separate ways, we wish to share our joy of achievement with you. –
Anonymous  
 
Vinimos juntos como desconocidos, pero nos vamos como amigos eternos. 
Cuando vamos pasando por estas puertas por última vez como estudiantes de 
[Newcomer High School], nos detenemos para recorder los dos años pasados. 
Aquí hemos reído y llorado, vivido y amado hemos creado amistades y 
memorias que duraran toda la vida. Ahora cuando vamos en caminos 
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separados, queremos repartir nuestra felicidad y realizaciones academicas con 
Uds. –Anónimo 

 
A sentiment was shared that much intense emotion had been felt as students have 

undergone their academic work.  

 The program of the end-of-the-year bridging ceremony showed that a student 

shared a story entitled, “Immigrant Journey.” A “Memory Video” was viewed. 

Several types of recognition were made through Principal’s Awards, calling out of 

National Honor Society Candidates, Honor Roll, and attendance awards. Other 

awards presented included Special Awards and Teams Awards. Finally, after all of 

the names of the departing 20 ninth-graders and 77 10th-graders were called out and 

the “Memories Poem” was presented, another video was shown with closing remarks 

by the principal. Not all names were listed on the program due to the Family 

Educational Rights and Privacy Act. 

 Self-advocates. An administrator provided more information about training 

the students to be their own advocates. When asked if there was a specific program to 

teach students self-advocacy, she responded, 

There is no specific program. We encourage students to become their own 
advocates. We question students, “Why are you taking courses?” You need to 
know [certain things] to graduate, to prepare for the next class, or to practice 
English. 

 
The administrator mentioned that students meet twice a week in advisory 

where each student gets 5 minutes of private time with his or her advisory teacher 

once a week. The student may be counseled on school attendance. The administrator 

added, 
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We work on building self-advocacy in the students. Students say sometimes, 
“I don’t want to take this class.” We explain why it’s important for them to 
take it or why it’s important to get particular grades. For instance, if they have 
64 in one semester, then they need to get a 76 to do year-round averaging. 
 
Former students continue to get assistance also. About five former students 

continue to come to Saturday school because they feel comfortable and can get help. 

The administrator mentioned a sitation with two newcomer immigrant students who 

were attending New High School, on the same campus as Newcomer High School.  

For example, on this campus there was a situation with two students. A 
teacher was trying to get them out of an AP [Advanced Placement] course. 
The students asked, “Why?” The teacher thought they didn’t speak English, 
they wouldn’t work hard. The students brought the information to the 
principal of Newcomer High School. It was hard for them and they worked 
hard. They both worked very hard, got As in the class. They’re number 1 and 
2 in their class and [both are going to state universities]. 

 
 Special education. Some final considerations from the observations and focus 

group sessions include special education designation and students with chronic 

language learning problems. A teacher touched on the topic of special education 

placement and lessons presented to ELLs. His remarks follow: 

 A teacher just gives the lesson, and then there is some kind of attempt to 
adjust to ELL in some respect, but basically you’re committed to the lesson 
with just a couple of tweaks. That fails our immigrant students. I think that in 
some places, immigrant students and ELLs, and I’m not going to say that I 
know some specific high schools in the area, not in [Central ISD] but in other 
school districts in the area, that do this, that still do this. But ELLs tend to get 
placed in special education classes, you know, which is something we are 
diametrically opposed to on our campus. I cannot believe that placing a kid in 
a special education class because of their language can possibly be a 
sustainable program. So I think, I think that people are trying different things, 
and I think that everyone is kind of trying their best, but I think that the best 
solution is the one we have here which is an institutional one.   
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As the teacher stated, designating students for special educational services is not done 

at Newcomer High School. This teacher maintained that the school’s educational and 

instructional practices are beneficial for newcomer immigrant students. 

 Pre-emergent students. While one teacher stated that newcomer immigrant 

students are being well served, another teacher shared a concern about students with 

major education gaps. The teacher stated, 

 I think WestEd is extremely successful. Some of its drawback is, and what I 
fell into the first year, being a new teacher, and being told to do WestEd, is 
that it is all group activities. So, it does not reach the lowest, which we’ve 
decided to call pre-emergent kids, that really have had no education, I mean 
no education in any language, and their alphabet is different, and those kids 
can get by. They are so lost in space. That’s probably a really bad thing to say, 
I don’t know. But they’re so lost that they’re not grasping what’s going on, 
and they’re just copying in group work, and they get the same grade as 
everybody else because it’s group work. And so eventually they can’t do 
anything and they’ve just been passed through to higher grades and I had huge 
guilt for some of the kids that went to my ninth grade classes. I used to teach 
ninth and then they were in 10th and they didn’t really know anything. They 
had just participated in these activities. And being a new teacher and all 
excited about this program and being trained in it, I just did it. I didn’t even 
realize. 

 
This teacher showed geniune concern for a need that school principal mentioned, that 

of a huge academic gap that some students come with, having no more than 3 years of 

education. 

 In summary, responding to the question about the academic needs of high 

school newcomer immigrant students in Central Texas, as evidenced in the research 

site, it is clearly the need to gain proficiency in English speaking. In order to gain 

academic profiency, students need to learn how to read and write in English. The use 

of QTEL instructional strategies was perceived as highly effective by the students, 
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teachers, staff, administrators, and parents at Newcomer High School. The 

collaborative structure allowed for teams and a democratic environment where the 

input of teachers and staff is valued and applied as possible by administrators, 

producing an academic and caring environment where students are engaged and 

develop in a productive manner. 
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Chapter 5: Summary, Conclusions, and Implications 

 This chapter presents the summary, conclusions, and implications from this 

research study on newcomer immigrants. The chapter begins by presenting 

implications for practice, then implications for research and policy.  

Summary 

 A review of the literature indicated that a subpopulation of immigrant 

teenagers arrives with significant gaps in schooling (Ruiz-de-Velasco et al., 2000). 

Evidence supported this finding in the research site. These pre-emergent students are 

in need of more specialized instruction to overcome those gaps. Walqui, who 

provided professional development to teachers at Newcomer High School, has come a 

long way in developing QTEL strategies that work well with the newcomer 

immigrant students. This study reveals value in innovative visual instructional 

techniques as well as encouraged development of interpersonal advocacy. 

 The practitioner literature by Alt and Choy (2000) and Darling-Hammond 

(2002) was the most helpful in this research study because it was more applicable to 

the research questions. The research site has elements that help students succeed 

academically, such as having a culture of caring, cooperative learning and providing 

tutoring and extra support. Educators at Newcomer High School view newcomer 

immigrant students as bringing “additive” qualities with their rich culture, rather than 

seeing them in a “subtractive” view. This study recognizes the most potent 

contribution of thoughtful and empathetic administration and teachers. At the 

research site, the administrators, staff, and faculty leverage community resources, 
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such as with the local university and local businesses. They encourage mentors, 

strong teacher preparation, higher learner standards, and demanding curricula. 

Smaller classes and active student engagement in the classroom are considered de 

rigueur. Walqui’s (Administrator interview, Walqui interview) admonishment to 

“amplify, don’t simplify” is evidenced in the classrooms at Newcomer High School.  

 Contrary to the literature, although the research site has a high level of 

segregation, the strictly newcomer immigrant population at one of the high schools, 

Newcomer High School, is cared for and educated properly with purposeful teaching 

strategies, curriculum, and a constructed academic environment. The poverty rate is 

high, but the school administration, staff, and teachers do everything they can to help 

the population, such as providing them snacks after school at tutorials and Saturday 

school. The Americanization process is prevalent on most campuses but not as strong 

with the newcomer immigrant student population. Assimilation to a new culture, 

society and community is aided by Newcomer High School educators. 

 While English is used most of the time in Newcomer High School classrooms, 

the native language is also used to explain material to students, supporting Slavin and 

Cheung’s (2005) findings. The majority of the students are native Spanish speakers 

and Spanish was heard interspersed in instruction when helpful. One Taiwanese 

teacher is a native Mandarin speaker. She teaches many of the students coming from 

Asia. This transitional approach to bridging instruction with students’ native 

languages supports a rapid acquisition of academic language while merging students 
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in their new culture. The rigorous course selection that Callahan (2005) recommended 

provides better opportunities for students to improve academic skills.   

 This study used mixed methods for data collection. Descriptive statistics were 

used to determine the achievement gap between immigrant and nonimmigrant 

students. Using SPSS, a t test was used to evaluate the mean difference between the 

2010 reading, math, science, and social studies tests for two independent populations 

of 10th graders, the 96 Newcomer High School students and the comparison group of 

100 students from 12 high schools in Central ISD. An independent samples test was 

used to determine whether there was a significant difference between the 2010 TAKS 

scores for the Newcomer High School 10th graders and the 10th graders from the 

comparison group.  

Qualititative research methods were used to respond to the research questions 

dealing with academic needs of newcomer immigrant students and the perceived 

effectiveness of instructional strategies used to narrow the achievement gaps between 

immigrant and nonimmigrant. Data were collected through focus groups, interviews, 

observations, and documents. Data were analyzed using the constant comparative 

method.  

There is much to learn from Newcomer High School in Central ISD. 

Successful academic instruction is used specifically for newcomer immigrant 

students. While these instructional strategies work also with the general student 

population, they are helping the newcomer immigrant students get much needed 

attention and academic support. Determining effective strategies, support systems, 
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and appropriate school climate and finding other elements that work in other locations 

make for a successful school for newcomer immigrant students. 

Conclusions 

In conclusion, there are significant gaps between the two populations of 

immigrant and nonimmigrant students. This study concluded that newcomer 

immigrant students not only need to learn English but also need to learn to read and 

write English. The theory of action compared with the implementations shows that 

Newcomer High School is coherent in dealing with the newcomer immigrant 

population. Excellent and appropriate instructional strategies and curricula are used. 

The professional training and preparation of the educators, administrators, staff, and 

teachers are appropriately serving the student population. Teachers communicate in 

the students’ native language when possible and as needed. A caring environment is 

available for these students. Students reported being happy, moving forward 

academically in their new country, and evidence is clear that they have a sense of 

accomplishment.  

 As noted in Chapter 4, comparison of TAKS and TAKS-LAT for reading, 

math, science, and social studies showed that gaps still exist between nonimmigrants 

and immigrants. Again, the gaps were 244.65, 211.38, 269.18, and 870.04, 

respectively. The demographic and TAKS data indicated an achievement gap 

between nonimmigrant students and newcomer immigrant students, as evidenced in 

the means of all TAKS test in the areas of reading, math, science, and social studies. 

However, immigrant students had more earned course credits than the comparison 
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group of nonimmigrant students. Nevertheless, though students may earn the requisite 

number of credits for high school graduation, they must pass all TAKS tests in order 

to graduate.  

 Several factors contribute to effectively transitioning newcomer immigrant 

high school students to Texas schools. First, having the right leadership in place is the 

most important factor. Newcomer High School has a charismatic, caring, responsible, 

well-prepared, and well-qualified professional as the principal. While many may 

recognize that as a primary first step, it is not always possible to hire a principal with 

all of those qualifications. With the principal’s leadership, other caring, professional, 

and well-qualified professionals are hired for positions in the high school. They plan 

such essential elements in their program as transitioning to neighborhood schools and 

celebratory events recognizing the students’s achievement and accomplishments. 

 Second, training is a key component of a successful program. Under the 

leadership of the principal, the overarching Central ISD superintendent, and other 

professionals in administration, professional training is provided for the teachers at 

Newcomer High School that specifically helps them deal with the academic needs of 

newcomer immigrant students. Aida Walqui from WestEnd provides training to the 

teachers. The teachers at Newcomer High School acknowledged that QTEL training 

(provided by WestEnd) specifically helped them build academic skills for newcomer 

immigrants. The academic skills developed are those necessary for students to 

become successful in the public schools they attend and pass the TAKS. Passing the 
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TAKS successfully allows them to graduate when they have earned enough credits 

for graduation. 

 Along with highly qualified leadership and the purposeful, professional 

training of faculty, components of a successful newcomer immigrant program are 

facets that are part of any effective educational program. These facets are using 

effective teaching strategies that are learned from professional training and from other 

sources. The implementation of anticipatory guides and warm-up lessons lets students 

know the focus of the day’s lessons and helps them prepare for the material to be 

reviewed or learned. Clear lesson objectives assist in letting students know what they 

will be learning. Explicit instructions are invaluable in helping the students focus on 

their instructional activities. Visual schematics developed by the students by 

producing illustrations and posters enrich their understanding of the instructional 

material.  

When students are socially interacting in producing the visual schematics, 

their learning process is enriched further by making the social interaction more 

dynamic and the learning more engaging and exciting. Directing speaking and 

discussion provides the students language structural patterns to express their ideas. 

Adding instructionally appropriate curricular materials and resources, such as home-

language dictionaries, makes learning richer and more expedient for newcomer 

immigrants. Providing additional learning opportunities for students, such as after-

school or Saturday tutoring and Summer School, helps those students needing 

additional time and academic enrichment opportunities.  
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Time is the element that helps students gain academic skills if they are placed 

in schools where their academic needs can be met and other elements are in place, 

such as appropriate educational leadership and trained teachers. Summer school, 

after-school tutorials, and Saturday school programs give students additional 

opportunities to strengthen their academic skills and to receive more individualized 

attention. Leaders of schools having populations of newcomer immigrant students 

might check the feasibility of offering more of these types of programs, including 

before- and after-school tutoring, Saturday school programs, and summer school. 

 As mentioned by administrators, a critical item of focus for Newcomer High 

School is helping students to become their own advocates. Newcomer immigrant 

students who attend Newcomer High School generally have a low proficiency in 

speaking English. In most cases, their parents have very low proficiency in speaking 

English as well. It becomes the responsibility of the students to advocate for 

themselves and to ask for help in the schools they transition to after sophomore year 

or when their English language scores are higher and they are no longer eligible to 

stay in Newcomer High School. When the students actually become their own 

advocates, as Newcomer High School leadership and staff plan, they achieve a 

lifelong benefit. 

Theory of Action Revisited 

Although the implementation of the theory of action is largely effective, there 

are some observed issues. An achievement gap persists after the 2-year high school 

program of TAKS and TAKS-LAT scores for reading, math, science, and social 
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studies. The shortcomings of the theory of action are that the instructional strategies 

are group bound. An individual student might not participate in the group in the 

classroom setting, and the individual needs to be able to perform on his or her own 

after leaving Newcomer High School. That student may get credit for class 

assignments based on what the overall groups produced. While socially interactive 

learning may occur, the level of academic skills may not be sufficient for individual 

students to succeed when they leave the maximum 2-year program at Newcomer 

High School.  

Some students, described as pre-emergent students, come with educational 

backgrounds of 3 years or less. These students need greater interventions to overcome 

their limited educational experience, knowledge, and skills. While small class sizes 

help, more intensive one-on-one academic instruction would help overcome their 

academic skill deficiencies in all core areas. Although Summer School is provided to 

some students, tutoring after school and Saturday academic sessions were limited to 

certain days. It would be helpful for all newcomer immigrant students and 

particularly the students with severely limited prior educational backgrounds to gain 

more skills by allowing them more time to develop them. 

Another shortcoming of Newcomer High School is that it is only a 2-year 

program. A newcomer immigrant student cannot develop total academic proficiency 

in such a short time. According to Cummins (2000), it takes 5 or more years to 

develop academic English proficiency. These shortcomings have to be addressed. 

Extending the newcomer immigrant student high school program to 4 years would be 
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advantageous to the students as it would allow them more time to develop their 

academic English proficiency. Providing opportunities for students to attend local 

community colleges while in high school would also help these students gain some 

higher educational experience, exposure, and opportunities.  

Implications  

Research. Further research is needed on the students who arrive with what the 

principal at Newcomer High School called “third-grade-level educations.” The 

instructional strategies may assist students in improving academic skills but not to the 

level that they will pass TAKS, particularly when they leave Newcomer High School 

to attend their neighborhood schools. Instructional innovation and design continue to 

require development. High school graduation for these students is at jeopardy, and 

their success in American society is imperiled.  

 In the outset of this research project, I had hoped to compare international 

testing. That proved to not be feasible due to the nature of acquiring confidential data 

(i.e., the Family Educational Rights and Privacy Act) and the strained parameters of 

funds and time. Possibly, schools working with newcomer immigrant students can 

track further success of their students as they move on to other schools. Additionally, 

newcomer immigrant students’ backgrounds warrant more study. Many newcomer 

immigrant students face the challenge of very little schooling in their native countries 

due to having been in refugee camps or poor, blighted neighborhoods with minimal 

educational systems in place or available only to those who can pay for an education. 

A longitudinal study of newcomer immigrant students that delves into their 
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background and tracks educational and technical or professional positions would 

provide greater understanding that might be useful for curriculum writing in K-12 

courses, course determination and availability, and adapting instructional strategies 

for greater efficacy. 

 Policy. During a trip to New York, I was able to meet with a teacher from a 

newcomer immigrant high school in New York City. I learned it has an enviable 5-

year program. It takes 2–3 years for non-English-speaking students to gain 

conversational English proficiency but around 5 or more to gain academic English 

proficiency (Cummins, 2000). An administrator at Newcomer High School 

mentioned the desire to extend their program beyond 2 years. Time and resources are 

indeed important. The high school in New York City operates within a community 

college. This design provides the newcomer immigrant students opportunities that go 

beyond high school. Although a college education does not guarantee economic 

success, it does provide greater options in an increasingly competitive world. 

 Solano-Flores and Trubull (2003) concluded that more equitable and valid 

academic measures for ELLs would require changes to testing. A portfolio system of 

assessment is also very intriguing to consider. As the New York City high school 

teacher stated in an interview, “Those tests are not how we really want to demonstrate 

learning.” The students take the New York State English Regent’s exam, which is 

necessary for graduation from high school as well as passing scores on their 

portfolios. Skills used in assembling a portfolio of seven projects—six in English and 

one in the student’s native language—are indicative of more integrative skills. The 
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academic skills go beyond what gets included in standardized measures and simulate 

more real-world work experiences that are not out of books but require broad 

perspectives, careful analysis, and deep comprehension of several comprehensive 

bodies of knowledge. 

 One of the most powerful aspects that I have seen in this research study is the 

emphasis of teaching students how to be their own advocates at Newcomer High 

School in Central ISD. The focus of empowerment at the high school in New York 

City is equally impressive. Personal and academic resilience can be strengthened by 

training students to be their own advocates. The process of self-empowerment can 

assist newcomer immigrant students to adopt healthy attitudes for self-development 

and high self-actualization. This process takes work and is worthy of any member of 

a productive and healthy society. Finding schools with self-advocacy programs and 

studying their effectiveness is a recommended area of research. 
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Appendix A 

Focus Group and Interview Questions: Students 

 

1. What do your teachers do in the classroom to help you learn the various subjects? 
 
2. What resources do your teachers have in the classroom that help you learn? 
 
3. Outside of the classroom but at your school, is there anything that helps you better 

understand your schoolwork? If so, what and where? 
 
3a. Are there any incentives used at school, home, or somewhere else for you to 

perform well academically? 
 
4. Do your parents help you at home with your homework?  If so, how? 
 
4a.  What grade were you able to get to in your country?  Did your parents finish high 

school or college? 
 
5. What kind of resources do you have at home to help you with your homework? 
 
6. Does anyone else beside your parents help you with your homework?  If so, who 

and in what subjects? 
 
6a.  Do you work?  Do you have any resources at your place of employment? 
 
7. What kinds of resources do you use in your neighborhood to get your schoolwork 

done? 
 
8. Do you go outside of your neighborhood to get your schoolwork done?  If so, 

where and in what subjects? 
 
9. Do you get friends to help you with your schoolwork?  At school, at home, at 

their homes?  If so, in what subjects? 
 
10. What programs are you aware of that help you improve your academic skills?  If 

you are aware of some programs, which is the most helpful for you, the least 
helpful, and if you could begin a new one, what would it be and why? 

 
11. What kind of academic difficulties do you run into at school? 
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12. How different is the educational system in your country from the educational 
system in this country? 

 
13. How long have you been in the United States? 
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Appendix B 

Focus Group Questions: Parents 

 
1. What do you do at home to help your child/children learn their school subjects?  
 
2. Do you help your child/children at home with their homework?  If so, how? 
 
3. What resources do you have at home to help your child/children learn? 
 
4. Outside of the home and school, is there anywhere else that you go to in order to 

help your child/children understand their schoolwork? If so, where and for what 
purpose? 

 
5. Do you get anyone else to help your child/children with their homework?  If so, 

who and in what subjects? 
 
6. What kinds of resources do you use in your neighborhood to help your 

child/children get their schoolwork done? 
 
7. Do you go outside of your neighborhood to help your child/children get their 

schoolwork done?  If so, where and in what subjects? 
 
8. Do you help your child/children get together with friends to help each other with 

their schoolwork?  At school, at home, at their friends’ homes?  If so, where and 
in what subjects? 

 
9. What programs are you aware of at your child’s school that help your child 

improve her/his academic skills?  If you are aware of some programs, which are 
the most helpful or the least helpful? Can you think of a program that would be 
new and could help your child? 
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Appendix C 

Focus Group Questions: Teachers 

 
1. What strategies do you use in the classroom that help your students learn the 

subjects you teach? 
 
2.  What programs do you have in your school which help reduce the achievement  

gap between newcomer immigrant students and students born in the United 
States? 

 
3.   Of those programs which exist to reduce the achievement gap between newcomer 

immigrant students and students born in the United States, which do you think are 
the most successful and why? 

 
4. Of those programs which exist to reduce the achievement gap between newcomer 

immigrant students and students born in the United States, which do you think are 
not working and why? 

 
5.  If you could begin a new program to reduce the achievement gap between 

newcomer immigrant students and students born in the United States, describe it 
and explain why it would be a good idea to promote it? 

 
6. What resources do you use in the classroom that help your students learn? 
 
7. Outside of the classroom but at your school, are you involved in other manners 

for students to increase their learning in your academic areas? 
 
8. Do parents come to help students at school in your subject area?  If so, how? 
 
9. Do other persons from the Austin community besides parents come to school to 

help your students in the academic areas? If so, how and in what subjects? 
 
10. Do you use resources in the neighborhood surrounding the school to help the 

students with their schoolwork or in other ways? 
 
11. Do you take the students outside of the neighborhood to help augment 

understanding of the academic areas being taught?  If so, where and in what 
subjects? 

 
12. Do you facilitate the setting up of study groups outside the classroom?   If so, do 

the study groups meet at school, at home, or other locations?  If so, in what 
subjects? 
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Appendix D 

Focus Group Questions: Staff and Administrators 

 
1. What strategies do you see used in the classroom that help your students learn the 

subjects taught at this school? 
 
2.   What programs do you have in your school which help reduce the achievement 

gap between newcomer immigrant students and students born in the United 
States? 

 
3.  Of those programs which exist to reduce the achievement gap between newcomer 

immigrant students and students born in the United States, which do you think are 
the most successful and why? 

 
4.   Of those programs which exist to reduce the achievement gap between newcomer 

immigrant students and students born in the United States, which do you think are 
not working and why? 

 
5.  If you could begin a new program to reduce the achievement gap between 

newcomer immigrant students and students born in the United States, describe it 
and explain why it would be a good idea to promote it? 

 
6 What resources do you see used in the classroom that help your students learn? 
 
7. Outside of the classroom but at your school, are you involved in other manners for 

students to increase their learning in academic areas? 
 
8. Do parents come to help students at school in different subject areas?  If so, how? 
 
9. Do other persons from the Austin community besides parents come to school to 

help students in the academic areas? If so, how and in what subjects? 
 
10. Do you use resources in the neighborhood surrounding the school to help the 

students with their schoolwork or in other ways? 
 
11. Do you take the students outside of the neighborhood to help augment 

understanding of the academic areas being taught?  If so, where and in what 
subjects? 
 



 

115 

Appendix E 

Observation Protocol 

 

 
Newcomer Immigrant Research Study Project   April 5, 2010 
 

 
Teacher:____________________  Subject:________________________ 
 
Date:______________     Time:__________________  Room 
Number_____________ 
 
Posters being displayed inside classroom: 
Number____ 
Done individually____________________  Done by pairs/groups________________ 
Subject Matter:_______________________ 
 
Objective of posters: 
 
 
 
 
 
Posters being displayed outside classroom in hallway: 
 
Number____ 
Done individually__________________  Done by groups_____________________ 
Subject Matter:_______________________ 
 
Objective of posters: 
 
 
 
 
Other Posters in hallway relating to other topics such as attitudes, school 
behavior, etc.: 
Number____ 
Done individually___________________  Done by groups_____________________ 
Subject Matter:_______________________ 
 
Objective of posters: 
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Explanations presented in class: 
Topic being presented_____________________ 
Times same idea explained in different manner_________ 
 
Explanatory method used in presentation 
 
 
 
 
Resources Visible:   
Textbooks: 
 
Books: 
 
Dictionaries:  List languages and types 
 
Other: 
 
 
Technological Resources Used: 
____Computers, How many computers are in the classroom _____ 
 
____Software Applications: 
 
 
 
____Sites: 
 
 
____Social Networks and how used: 
 
 
 
____iPods for listening and reading simultaneously, titles of books, subject matter 
 
Other  
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