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ABSTRACT
 The purpose of this study was to identify cur-
rent systemic inequities that exist in the public educa-
tion system for English Language Learners (ELLs) 
and how educational leaders can promote equity. Fur-
thermore, the study examined the relationship between 
educational leaders’ cultural competence and student 
equity. The findings revealed that there are several fac-
tors that contribute to inequity for ELLs, including the 
validity and requirement of high stakes testing, lack of 
federal and state funding, lack of extracurricular and 
early childhood education programs, specifically bi-
lingual education programs, and low parental engage-
ment in the school system. In order to address these is-
sues, several studies have shown the necessary actions 
that can be taken by educational leaders to disengage 
systemic inequities. First, educational leaders must be 
the line of communication between students, teachers, 
and parents to promote equitable policy making, such 
as for state mandated testing. Also, educational leaders 
must serve as models for all stakeholders to promote 
a safe and culturally responsive environment. Provid-
ing professional development for teachers to effec-
tively support ELLs and students of all backgrounds 
is another way to improve ELL student achievement. 
Lastly, administrators must take action to increase pa-
rental engagement in schools, as research supports the 
positive correlation between parent involvement and 
student achievement.
 In addition, the relationship between edu-
cational leaders’ cultural competence and equity 
for ELLs suggests that educational leaders’ cultural 
competence is a necessary component to improve 
ELL and minority student achievement and disengage 
inequitable practices and systems. Cultural compe-
tence accounts for a high proportion of general and 
personal teaching efficacy, which also influences 
teacher expectations and student behaviors and out-
comes. Lastly, the study also found that fewer days of 
diversity professional development were correlated 
with lower levels of cultural competence. This reveals 
that school leaders should implement diversity training 
and professional development opportunities to im-
prove teachers’ abilities in working with students from 
diverse backgrounds. Cultural competence may be just 
as important in explaining teaching efficacy as mastery 
of pedagogical skills and knowledge.
 
Conceptual Rationale
 Equity for ELLs and cultural competence are 

two issues that have become front and center as the 
United States has become an increasingly diverse na-
tion. With approximately 4.9 million ELLs currently 
in U.S public schools, district leaders are faced with 
addressing systemic inequities and ensuring that all 
of their students’ academic needs are met (Mitchell, 
2020). In discussing this issue, it is important to note 
that the terms “equality” and “equity” have different 
meanings. Equality refers to the idea that all students’ 
needs are the same, resulting in uniformed systems in 
place for resources. In contrast, Nadelson et al. (2020), 
suggest that equity is an aspect of social justice leader-
ship and identifies that students’ needs are different due 
to their socioeconomic class, race, gender, disability, 
or family background. This results in the advocacy 
of students and the establishment of systems that are 
designed to allocate resources to overcome such bar-
riers to eliminate marginalization. By identifying and 
addressing systemic inequities within our public-school 
systems, it can also lead to a more inclusive learning 
environment and assist in closing the achievement gap 
for ELLs (Nadelson et al., 2020). 
 Policies have been implemented in order to ad-
dress the needs of ELLs, including the Bilingual Educa-
tion Act in 1968, which provided incentives for districts 
to offer bilingual education, the Equal Educational 
Opportunities Act in 1974, which required that districts 
must take action to address language barriers that may 
impede a student’s access to instructional programs, 
and more recently, the Every Student Succeeds Act in 
2015, which provided federal funds to improve public 
schools in K-12. In New York, Commissioner’s Regu-
lations Part 154 was developed to ensure accountability 
for all school districts to identify and serve their ELL 
population, as well as “to adopt a policy on the educa-
tion of ELLs, plan and provide appropriate services for 
them, and evaluate and report their academic achieve-
ment” (NYSED, 2018). However, despite these initia-
tives, there continues to be significant disparities in 
academic achievement between ELLs and non-ELLs. 
According to the Department of Education, in the 2015-
2016 school year, 84 percent of students nationwide 
graduated on time (in four years) nationwide, whereas 
only 67 percent of ELLs graduated on time (United 
States Department of Education, 2018). In New York 
in the 2018-2019 school year, only 29 percent of ELLs 
graduated on time, whereas 82 percent of non-ELLs 
graduated on time (NYSED, 2019). This data presents 
clear disparities and inequities in academic achieve-
ment for ELLs.  

Systemic Inequities for English Language Learners and
CulturalCompetence for Educational Leaders

Jaclyn Goldstein, Stony Brook University and Frank Chiachiere, Ph.d., Stonybrook, University. NY.
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 In discussing systemic inequities, the rela-
tionship between educational leaders’ cultural com-
petence and equity needs to be addressed. Cultural 
competence reflects a leader’s understanding of their 
community’s population, history, strengths and needs, 
as well as work to understand their own biases. A 
culturally competent leader values diversity, adapts to 
the cultural contexts of their communities, and ap-
plies this knowledge to all areas of district or building 
level decisions, such as policy making and curriculum 
design (Institute for Educational Leadership, 2005), 
thus being able to address inequities within the cur-
rent school system.  
 The Professional Standards for Educational 
Leaders (PSEL) makes clear the need for school 
administrators at both building and district levels to 
be immersed in the need for cultural competence. The 
standards address that leaders must strive for equity 
and culturally responsive practices, ensuring that all 
students are not only treated fairly, but that leaders 
also understand a student’s culture and context. It 
also reflects equitable access to resources and learn-
ing opportunities. The PSEL standards further make 
clear that schools must be vigilant in cultivating an 
“inclusive, caring, and supportive school community 
that promotes the academic success and well-being 
of each student.”  In short, as the National Policy 
Board for Educational Administration avers, effective 
leaders must create environments for students of all 
backgrounds that promote positive academic, as well 
as social and emotional, development by incorporat-
ing the students’ cultures.  
 As a result of the interest in achieving equity 
for ELLs, the purpose of this study was to investigate 
the effects of systemic inequities and the relationship 
between educational leaders’ cultural competency and 
equity for ELLs.  

Research Questions
The following research questions guided this study.
Research Question One
According to the research literature, what are system-
ic inequities for English Language Learners?
Research Question Two
How can educational leaders promote equity for ELLs 
in the classroom?
Research Question Three
What is the relationship between educational leaders’ 
cultural competence and equity?

REVIEW OF THE RESEARCH LITERATURE
Systemic Inequities for English Language Learners
Today, there are approximately 4.9 million English 
Language Learners (ELLs) in United States public 
schools and over 400 different languages spoken, with 

Spanish representing three-quarters of all ELLs (United 
States Department of Education, 2015). By 2025, near-
ly one of every four public school students will be an 
ELL (NCLEA, 2007).  In examining the issue of equity 
for ELLS, there is no one size fits all.  ELLs differ in a 
variety of ways including socioeconomic backgrounds, 
proficiency and literacy in their native languages, 
schooling experiences and exposure to English. With 
the ELL population increasing in our schools, equity 
has become an imperative issue for educational leaders 
to address. 
 The current methods of high-stakes statewide 
testing for ELLs is one aspect that has been reviewed 
and needs to be addressed in schools. Farah (2017) 
utilizes social justice theory to determine whether cur-
rent assessment practices accurately and fairly assess 
ELLs, as well as provide equitable opportunities in 
their education. The results of the study inform edu-
cational leaders how to determine effective policy and 
practices to ensure excellence in assessment practices 
for ELLs. Presently, ELLs are expected to acquire a 
second language as well as learn content in subject 
areas at the same pace as their native English-speaking 
peers. High stakes testing was also designed to hold 
them to the same level of accountability (Farah, 2017). 
Research has shown that there are a multitude of fac-
tors that can affect an ELL’s ability to acquire Basic 
Interpersonal Communication Skills (BICS), or daily 
social language, and Cognitive Academic Language 
Proficiency (CALP). For an ELL to acquire BICS and 
CALP, it can take an estimated 7-10 years for them to 
achieve native likes proficiency (Caruso, 2020). As the 
state tests assess their comprehension in content areas, 
it is also an assessment of their language proficiency 
skills. ELLs’ school performance is approximately 20% 
to 30% lower than their native English-speaking peers 
(Farah, 2017).  It was also reported that the dropout rate 
of ELLs increased by 14% in New York since testing 
requirements began (Menken, 2006). This data is criti-
cal when examining the systemic inequities of ELLs.
 Farah (2017) interviewed three teachers and three cur-
rent high school ELL students in a New Jersey public 
school to understand their perceptions of the high 
stakes testing policy. All the participants’ responses 
questioned the fairness of the current methods and 
policies of state assessments and believed that it was 
not an appropriate way to assess them, as the tests are 
designed for native English speakers. Furthermore, 
participants noted the cultural bias as well as the dif-
ficulty of the test items, including high level vocabulary 
and linguistics. Many of the students described the 
frustration and pressure they felt to pass the test in or-
der to meet graduation requirements. In addition to her 
interviews, Farah (2017) conducted a survey to have a 
deeper understanding of teachers’ perceptions. 87% of 
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teachers strongly agreed or agreed that it is not fair to 
include ELLs in the same state tests that are designed 
for native English-speaking students. Almost all of the 
teacher respondents (98.6%) strongly agreed or agreed 
that many ELLs are required to take the state tests 
before they have acquired the linguistic ability to do 
so. Also, in response to the statement, “statewide tests 
accurately assess the content knowledge of ELLs,” 
54% of respondents strongly disagreed and 41% of 
respondents disagreed (Farah, 2017). Based on the 
interviews and surveys, it is clear that both teachers 
and students believe that high stakes testing is not an 
accurate or fair assessment for ELLs. In addition to 
teacher and students’ perceptions, a study conducted 
by Platt et al. (2003) found that many administrators 
believe it is unrealistic to expect ELLs to meet the 
annual yearly progress and assert that more time is 
needed to develop academic language proficiency as 
well as the development of alternative assessments.
Another inequity is the lack of curricular opportunities 
for ELLs. Garcia et al. (2008) notes that when ELLs 
enter kindergarten, they are already at a disadvantage. 
She states, “about half of kindergarteners who speak 
English at home but no more than 17% of kinder-
gartners who speak a language other than English at 
home, perform above the 50th percentile in Califor-
nia” (Garcia et al., 2008). This significant difference is 
due to the fact that ELLs do not have sufficient profi-
ciency in English to be assessed in that language. As 
a result, many of these students are placed in remedial 
classes. Another contributing factor to this, is the 
lack of early childhood programs that are available to 
ELLs. Early childhood programs that utilize and build 
upon their native language skills would be a benefi-
cial way to support and develop their language and 
literacy skills. However, as noted, it is uncommon to 
find programs offering this form of education (Garcia 
et al., 2008). 
 One of the most critical aspects in addressing 
systemic inequities for ELLs is funding. In their litera-
ture review, Ofelia et. al (2008) discusses the current 
system that is used for funding ELLs in U.S. public 
schools. The main source of funding for ELLs is the 
federal government through Title III of No Child Left 
Behind (NCLB). Ofelia et. al (2008) explains that the 
federal government uses performance-based formula 
grants to award directly to the states. The two factors 
that are applied to the formula include: 
(1) the number of English language learners (80% of 
the formula) and (2) the population of recently immi-
grated children and youth (relative to national counts 
of these populations) (20% of the formula) (Ofelia et 
al, 2008).
 After states receive their funding, they award 
them to schools who apply for them with respect to 

the number of ELLs and newcomers in their district. An 
issue with this system is that the funds are spread very 
thin. As a result, ELL programs continue to be under-
funded, as Title III “only reaches approximately 80% of 
ELLs nationwide” (Ofelia et al., 2008). It is imperative 
to be aware of how funding is determined and allocated 
for ELLs to create a more effective and equitable fund-
ing system in the future. In order to establish an equita-
ble education, educational leaders must first understand 
the current inequalities using data to have meaningful 
discussions, develop a vision, and take appropriate 
action to reconstruct our current systemic structures 
(Avelar & Johnson, 2019). 

Promoting Equity for English Language Learners
 There are a variety of implications for educa-
tional leaders when addressing equity for ELLs. Ac-
cording to Avelar and Johnson (2019), equity leadership 
starts with the conviction that every student is entitled 
to the premium schooling that is currently only experi-
enced by some.  Leaders must also reject the notion that 
some groups of students are smarter than others and 
have more of a chance for success. Stufft and Brogadir 
(2010) identify the challenges that principals face to 
meet the needs of the increasing ELL population. Fi-
nancial constraints, a lack of resources, limited person-
nel, overcrowded classrooms, social and racial tensions 
and debate about curriculum and instruction are several 
of the challenges. Effective responses and decision 
making by building and district leaders are critical in 
addressing these issues. 
 Farah (2017) states that educational leaders, 
“should be the line of communication between the 
teachers and ELLs, on one hand, and the state, test 
makers and policymakers, on the other hand.” Adminis-
trators must advocate for their teachers and students to 
promote a positive change in current state policies that 
affect ELLs’ education. In their interviews, the students 
suggested that they should be tested in their native 
languages and provided more time, in addition to their 
extended time accommodation provided by the state. 
Farah posits that policymakers need to consider the 
consequences of high-stake state tests and must learn 
more about the communities of ELLs, their culture, 
backgrounds, and experiences to better address their 
needs. The results of the study can also assist adminis-
trators in developing effective programs that will better 
support ELLs (Farah, 2017). 
 Educational leaders play a significant role in 
establishing effective interventions and addressing 
ELL’s needs. One area identified by Stufft and Brogadir 
(2010) includes professional development for admin-
istration. To make effective decisions on areas such 
as policy, curriculum, budgeting, and resource alloca-
tion, educational leaders must be aware of the cultural, 
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ethnic, and linguistic diversity in their schools. They 
also note the variety of factors that affect a newcom-
er’s acclimation to their new environment as well as 
their progression of learning, such as their age, prior 
schooling experience, living arrangements, and rea-
sons for migration. It is not only necessary for build-
ing leaders to understand these factors, but it is also 
important that they emphasize and educate their build-
ing teachers and staff. They also indicate that princi-
pals who provide professional development opportu-
nities to understand the complex cultural perspectives 
of ELLs have more success in implementing effective 
ELL programs in their schools (Staft & Brogadir, 
2011).  When teachers and administrators have a clear 
understanding of their students’ cultural, ethnic, and 
socioeconomic backgrounds, they are more equipped 
to support ELLs needs, resulting in an increase in 
student achievement. 
 Munguia (2017) conducted a study of two 
schools in the same district, to examine the systems 
of support that the principals implemented to sup-
port teachers in addressing the needs of their ELL 
population. One of the major themes in this study 
was principals supporting teachers with practicing the 
strategies learned in professional development train-
ing. The principals from both schools noted that they 
provide professional development for their faculty, 
with varying degrees of funding, and emphasized 
the importance of establishing a building culture that 
encourages learning, feedback and dialogue. One of 
the principals stated that she would never assume that 
teachers already had the knowledge of what was asked 
of them, as they had varying levels of proficiency 
and experiences. Munguia (2017) notes five factors 
to ensure effective professional development. These 
factors include a focus on understanding the Com-
mon Core State Standards, opportunities focusing on 
giving teachers the knowledge, skills, and strategies 
to meet the needs of ELLs, modeling lessons and 
mentoring, allotted time for teachers to reflect on their 
practice, and allotted time for teachers to collaborate 
and review at data for ELLs. Professional develop-
ment opportunities are necessary to address ELLs’ 
academic achievement. Platt et al. (2003) notes that, 
“the attitudes of school and district leaders and their 
knowledge about the language learning process con-
tribute to setting the proper tone for a welcoming in-
clusion of English language.” Therefore, building and 
district leaders play a critical role in achieving equity 
by developing structures and a culture that facilitate 
learning.
 Of equal importance for addressing the needs 
of ELLs, is parental involvement of ELLs in the 
school and community (Garcia et al., 2008). Despite 
the research that has been done to demonstrate the 

positive correlation between parent engagement and 
student academic achievement and graduation rates, 
there often remains a deficit view of parents of ELLs 
as they may not have English proficiency or literacy in 
their native language (Garcia et al. 2008). This view 
must change to improve parent and family engagement 
in schools by providing teacher training and establish-
ing parent programs to involve them in the community. 
Local parent organizations are becoming increasingly 
established to address their concerns regarding their 
children’s’ education. These organizations can foster 
parent engagement in the school community, such as 
policy making, where parents can serve as advocates 
for their children (Ofelia et al., 2008). Parent organiza-
tions can also result in more equitable decision making 
for ELLs. 
 District and school board policy making is yet 
another area that can significantly impact and change 
current system inequities. Sampson (2019) uses inter-
view and archival data to show how one school board 
in Salt Lake City, Utah developed and implemented 
equitable academic ELL policies and practices over 
approximately four years. Sampson (2019) noted that 
there was tension between the school board and staff 
members regarding the direction that the district was 
going to establish more equitable practices for ELLs, 
as the board demonstrated resistance. Staff members 
encouraged the board to move from a deficit perspec-
tive to an asset-based perspective. Sampson (2019) 
also found that board members were concerned about 
the allocation of resources and emphasized that they 
should be distributed equally rather than equitably. It 
was noted that because district policies align with the 
beliefs and values of the board members, it is critical 
that the board shift their mentality from a deficit view 
of ELLs in order to implement equitable practices. 
There are several implications for educational leaders 
that Sampson (2019) found in this case study. First, 
board members and district leaders should seek input 
from stakeholders, especially those who are impacted 
by inequity. These stakeholders could include students, 
parents, teachers, staff, and community advocates of 
ELLs. Sampson (2019) states that “Boards committed 
to equity must be willing to choose the destination that 
serves this purpose, even if it is more difficult to arrive 
at.” They should also be flexible and prepared to imple-
ment necessary changes to adapt to their contextual 
environment. This study highlights the many challenges 
that educational leaders face when making efforts to 
dismantle current inequitable systems and demonstrates 
the important implications for leaders, such as listening 
to their community members and stakeholders to imple-
ment effective changes. 
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Cultural Competency and Equity 
 When discussing themes of equity and social 
justice, cultural competence plays an important role. 
Cultural competency can be defined as the knowl-
edge, skills, attitudes, beliefs, behaviors, and actions 
that are necessary for educational leaders and teachers 
to respond to student and community needs (Barakat, 
2014). Educational leaders have the ethical respon-
sibility to foster success for students of all differ-
ent backgrounds, regardless of their socioeconomic 
background, race, culture, religion, gender, sexual 
orientation, or physical and mental ability. They must 
also ensure that all students are receiving quality in-
struction and identify barriers to success by evaluating 
teacher performance, curriculum and programs, avail-
ability of resources, and achievement of students. Ac-
cording to Bustamante et al. (2009), research shows 
that there is a positive relationship between cultur-
ally competent leaders and school environment, and 
student engagement. When students feel safe, valued, 
and a sense of belonging, research shows that prog-
ress can be made in student performance (Clayton & 
Goodwin, 2015). In addition, there is also evidence 
that there is a positive correlation between teachers’ 
cultural competence and student academic achieve-
ment (Mitchell, 2018). Contrastingly, further research 
has shown that low cultural competence led to low 
expectations and achievement for ethnic minority 
students (JohnBull, 2012). 
 A study conducted by JohnBull (2012), sought 
to determine the relationship between cultural compe-
tence and teacher efficacy. General teaching efficacy 
is the belief about whether teaching actually impacts 
a student’s academic achievement, while personal 
teaching efficacy is a teacher’s personal assessment 
about whether they feel that they possess the skills 
and knowledge to perform the necessary behaviors 
and facilitate the activities involved in teaching. 
Teachers with low general teaching efficacy believe 
that student achievement is more influenced by home 
environment and background than the ability of 
teachers. To collect data, the researcher sent an on-
line questionnaire to teachers in Virginia, concerning 
teacher efficacy, cultural competence, and teacher 
background, resulting in 600 participants. The three 
sections of the included demographics, teacher effica-
cy, and cultural competence. Demographics was asked 
to determine the teacher’s years of experience, gender, 
grade level, and student background population in 
their classroom. Additionally, the teacher efficacy was 
measured using the Teacher Efficacy Scale developed by 
Gibson and Dembo (1984), while cultural competence 
was measured using the Self-Identity Inventory. While 
the experience of the teachers ranged from 0-44 years, 
the majority of the participants had less than 15 years. 

 After examining the data, JohnBull (2012) con-
cluded that cultural competence total scores accounted 
for 2.4% of the variance in general teaching efficacy 
scores and 2.1% in personal teaching efficacy above all 
of the control variables, which were both statistically 
significant. JohnBull (2012) also found that the cultural 
competence total score contributed more to the expla-
nation of variance than years of teaching experience 
and gender. These results show that cultural compe-
tence accounts for a high proportion of general and 
personal teaching efficacy, which also influence teach-
er expectations and student behaviors and outcomes. 
Lastly, the study also found that fewer days of diversity 
professional development were correlated with lower 
levels of cultural competence. This study is impactful 
because it reveals implications for educational lead-
ers in addressing equitable education. JohnBull (2012) 
proposes that school leaders should implement diver-
sity training and professional development opportuni-
ties to improve teachers’ abilities to work with students 
from diverse backgrounds. The study also suggests 
that cultural competence may be just as important in 
explaining teaching efficacy as mastery of pedagogical 
skills and knowledge. 
 There are several implications for educational 
leaders that Bustamente et al. (2009) deducted from 
their study. First, it is necessary to raise school leaders’ 
awareness of their biases and privilege to develop indi-
vidual cultural competency. This will improve educa-
tors’ ability to identify current inequities in the school 
system and to ensure that their actions coincide with 
the district values. To address this, leaders “must have 
numerous opportunities over time to reflect on how 
their attitudes, values, and past experiences affect their 
leadership” (Bustamante et al., 2009). Furthermore, ed-
ucational leaders must also serve as models for teach-
ers by being knowledgeable of culturally responsive 
instructional strategies and provide necessary profes-
sional development and resources. Lastly, Bustamante 
et al. (2009) explains that educational leaders must be 
adequately prepared and trained through programs to 
lead culturally competent schools. By doing so, they 
will be better equipped to question and challenge cur-
rent inequitable systems and advocate for socially just 
and equitable policies. Barakat (2014) conducted a 
study which provided evidence that principal prepara-
tion programs have a positive effect on the compiled 
construct of cultural competence, demonstrating the 
importance of providing future educational leaders 
with effective programs that devote a strong effort 
toward the development of their cultural competence. 
Clayton and Goodwin (2015) also conducted a case 
study to examine two assistant principals who have 
demonstrated success in student achievement and how 
they lead schools in culturally competent ways through 
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is important for educational leaders to understand the 
current inequalities using data to take necessary action 
to reconstruct our current systemic structures to effec-
tively advocate for ELLs.
 After noting the current challenges that are 
embedded in our educational system, it is important to 
note the ways in which educational leaders can ad-
dress these issues and promote equity for all students. 
In their review, Stufft and Brogadir (2010) identifies 
professional development for administration as a key 
component to addressing ELL student achievement. 
Similarly, Muguia (2017) examined the systems of sup-
port that the principals implemented to support teachers 
in addressing the needs of their ELL population. One 
of the major themes in this study was principals sup-
porting teachers with practicing the strategies learned 
in professional development training. In order to make 
effective decisions on areas such as policy, curriculum, 
budgeting, and resource allocation, educational lead-
ers must be aware of the cultural, ethnic, and linguistic 
diversity in their schools. Another way to address sys-
temic inequities for ELLs is through parental involve-
ment in the school and community as research supports 
the positive correlation between parent engagement and 
student academic achievement, attendance, and gradu-
ation rates. Lastly, district and school board policy 
making is another area that can significantly impact and 
change current system inequities. Board members and 
district leaders should seek input from stakeholders, 
especially those who are impacted by inequity.
 Cultural competence plays a significant role 
when discussing themes of equity and social justice. 
Evidence supports that there is a positive correlation 
between teachers’ cultural competence and student aca-
demic achievement (Mitchell, 2018).  It is necessary to 
raise school leaders’ awareness of their biases and priv-
ilege to develop individual cultural competency. This 
will improve their ability to identify current inequities 
in the school system and to ensure that their actions 
reflect the district values (Bustamente et al., 2009). 
Furthermore, educational leaders must also serve as 
models for teachers by being knowledgeable of cultur-
ally responsive instructional strategies and provide nec-
essary professional development and resources. Edu-
cational leaders must also be adequately prepared and 
trained through programs to lead culturally competent 
schools. The literature review supports that educational 
leaders’ cultural competence is a necessary component 
to improve ELL and minority student achievement and 
disengage inequitable practices and systems. 
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intentional and enhanced relationships with students. 
The case study was conducted at a public elementary 
and high school that have a 75% or greater popula-
tion of minority students. The data collected for the 
study included student learning data, attendance data, 
student behavioral data, interviews with the principals 
and teachers, document analysis, and the assistant 
principal’s portfolio. After reviewing the data, Clay-
ton and Goodwin (2015) found common themes in 
working with a diverse population of students. One 
of the themes was that principals and teachers found 
discipline and community interactions as the most 
prevalent opportunity for the assistant principals to 
make a positive impact on the students. Both assistant 
principals explained that when addressing students for 
disciplinary reasons, they view it as an opportunity to 
learn about the individual and to use it as a learning 
opportunity. Another theme that they found in their 
research was the support and mentorship of their prin-
cipals. Both assistant principals expressed how much 
they have learned from their principals and how it 
also encouraged them to practice new strategies. Both 
assistant principals felt that their principals’ mentor-
ship was paramount in their capacity to support the 
students. By understanding the relationship between 
educational leaders’ cultural competence and equity, 
effective systems to better prepare and support current 
and future administrators can be established. As dem-
onstrated from the aforementioned studies, educational 
leaders’ cultural competence is a necessary component 
to improve ELL and minority student achievement and 
disengage inequitable practices and systems. 

Conclusions
 The purpose of this study was to determine 
current systemic inequities for ELLs, how educa-
tional leaders can promote equity, and the relationship 
between educational leaders’ cultural competence and 
equity. According to the literature review, one example 
of inequity for ELLs includes the current method of 
high stakes testing for ELLs. Despite policy initiatives 
that have attempted to address equity for ELLs, major 
inequalities remain in our current public education 
system. For example, ELLs are faced with high stakes 
testing and are held to the same level of accountabil-
ity as their native English-speaking peers. Another 
example is the lack of curricular opportunities and 
early childhood programs for ELLs. Lastly, Ofelia et 
al. (2008) identifies the current system of funding as 
a major contributing factor to inequity for ELLs.  It 
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Abstract
This study explored the relationships between tax levy 
aid, federal aid, and high school graduation rates dur-
ing the COVID-19 pandemic.  The setting included 92 
school districts that were located in two large adja-
cent suburban counties in New York State:  Nassau 
and Suffolk.  A Pearson Product-Moment correlation 
analysis, with a two-tailed test of significance with 
alpha set at .05, was used to analyze the relationships 
among the variables.  The results of this study showed 
that federal aid had an inverse relationship with high 
school graduation rates, accounting for 58.37 percent 
of the variance.  As federal aid went up by school 
district, high school graduation rates did not improve, 
and in fact decreased.  Only the more localized spend-
ing, tax levy, had statistically significant and positive 
correlations with graduation rates, accounting for 
10.82 percent of the variance.  As the tax levy in-
creased by school district, so did graduation rates.  If 
the results of this study remain consistent with future 
studies, educational policy makers at the federal level 
should take a more decentralized approach regarding 
how school districts spend their revenue to promote 
student success.
Keywords:  Tax levy, federal aid, per pupil spending, 
and high school graduation rates.

I.  Purpose
A number of factors debated in the research literature 
have been associated with impacting high school 
graduation rates. At the state and local level, Dillon 
(2016) identified school district budgets and bud-
getary practices as well as per pupil expenditures, 
student population, and classroom size as all influenc-
ing graduation.  Contrary to Dillon’s findings, Irvin 
(2017) found no statistically significant relationships 
between per pupil expenditures at the state and local 
levels and high school graduation rates.  
Studies involving analyses of federal aid or grants for 
high school student achievement have returned mixed 
results.  In these studies, the federal aid either stipulat-
ed too many conditions to school districts on how the 
money should be spent or too little, with a focus on 
high needs school districts.  These factors could have 
explained the mixed results as they related to enhanc-
ing student achievement (Bassett, 2015; Dragoset et 
al., 2019; Williams et al., 2020).  As a result of these 
ongoing controversies in the research literature, the 
purpose of this study was to examine the relationships 

between school district tax levies, federal aid, and high 
school graduation rates.

II. Literature Review
In beginning a discussion of spending and graduation 
rate it is important to note that in close to two dozen 
states, high-poverty schools got less money per stu-
dent or just the same amount as low poverty schools.  
An Education Week report highlighted the longstand-
ing reality of U.S. public school funding: Per-student 
spending ranged widely from state to state and varied 
considerably from year to year, depending on property 
values, tax revenues, budgetary constraints, and po-
litical conditions.  Education Week researchers found 
a highly complex and chaotic school finance system 
leaves thousands of schools with inadequate resources 
and millions of students with insufficient opportunities 
to learn although despite evidence that high-poverty 
schools benefited from more robust investment (Li-
eberman, 2021). 
Barnum et al. (2022) found in their examination of 
high school graduation rates, graduation rates dipped 
in at least 20 states after the first full school year 
disrupted by the pandemic, suggesting the coronavirus 
may have ended nearly two decades of nationwide 
progress toward getting more students’ diplomas. The 
drops came despite at least some states and educators 
loosening standards to help struggling students.  In 
2020, when schools shuttered for the final months of 
the school year, most states waived outstanding gradu-
ation requirements and saw graduation rates tick up.  
But the picture was different for the class of 2021.  In 
20 of 26 states that have released their data, graduation 
rates fell.  Where rates increased, growth was modest, 
only a few percentage points.  Schools have received 
large sums of federal aid that could be used to help 
students to graduate, however schools have focused on 
staffing and safety during the COVID outbreak (Bar-
num et al., 2022).
Education Law Center has argued that massive dispari-
ties reinforce the need for more federal support for the 
nation’s public school system.  Ideally, the Center has 
argued expanded federal funding would spur states to 
ramp up their own investment, rather than giving them 
cover to make cuts (Making the Grade 2021 | Educa-
tion Law Center, 2021).
Historically, the federal government has played a 
limited, but important, role in the effort to improve 
opportunities and outcomes for students, especially 
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percentage of the district (Dillon, 2016).
Mattoon (2004) found school finance was linked to 
school performance in his study of Michigan Public 
Schools. The author contended that providing access to 
an adequate education supplanted providing equality 
of resources as a guide to school finance policy.  How-
ever, the author declared that “adequate” can take many 
forms and still require considerable judgement.  Are 
resources being managed efficiently by schools that are 
creating acceptable levels of student performance, or 
are some of these resources wasted?  In addition, the 
author asked, “should schools be held fully accountable 
for student outcomes when so many other household 
and community factors beyond the schools’ control 
influence student performance?” (Mattoon, 2004, p. 3). 
In March 2020, when the COVID-19 pandemic hit the 
United States to assist school districts across the coun-
try with the financial challenges of operating and re-
opening schools in the middle of a pandemic, Congress 
authorized $207 billion funding via Elementary and 
Secondary School Emergency Relief (ESSER).  ESSER 
funds were allocated using the Title I formula so that 
the money was targeted towards districts with higher 
poverty rates.  While these funds were one-time and 
non-recurring, some school districts used the revenue 
to implement research-based interventions to address 
achievement gaps and improve learning with the hope 
that either state or federal support will continue beyond 
that commitment.
On March 27, 2020, Congress also passed, and the 
President signed into law, the Coronavirus Aid, Relief, 
and Economic Security (CARES) Act.  The CARES Act 
created an Education Stabilization Fund (ESF) that pre-
vented, prepared for, and responded to the coronavirus 
Elementary and Secondary School Emergency Relief 
(ESSER) funds, supporting the ability of schools to ad-
dress the impact that Novel Coronavirus Disease 2019 
(COVID-19) has had, and continues to have, on ele-
mentary and secondary schools across the nation.  New 
York State has been awarded over $14 billion in federal 
education COVID response funding through the Coro-
navirus Aid, Relief, and Economic Security (CARES) 
Act; Coronavirus Response and Relief Supplemental 
Appropriations Act, 2021 (CRRSA Act); and the Ameri-
can Rescue Plan (ARP) Act.  These funds have targeted 
supporting the ability of schools to address the impact 
that Novel Coronavirus Disease 2019 (COVID-19) has 
had, and continues to have, on elementary and sec-
ondary schools in New York State (Federal Education 
COVID Response Funding, n.d.).  
New York State Education Department has approved a 
wide berth for expenditures for this funding:
 • Coordination of preparedness and response efforts 
of local educational agencies with State, local, Tribal, 
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those from low-income households and students with 
disabilities.  Federal funding through Title I, enacted 
as part of President Lyndon Johnson’s War on Poverty, 
distributed funding to schools and districts serving 
large percentages of students from low-income fami-
lies.  However, Title I represents less than 2% of the 
$764 billion spent on public education in the United 
States.  Current dollars from Title I and other recurring 
federal sources are simply too small to improve the 
overall funding of public education in the states.  The 
Education Law Center (2021) studied the early impact 
of state funding increases in California and found that, 
even in the first years of implementation, there were 
significant effects on student achievement.  For every 
$1,000 increase in per-pupil funding from the state, 
graduation rates increased by about five percentage 
points overall, and about six points for poor students 
(Making the Grade 2021 | Education Law Center, 
2021).
Neher et al. (2017) built upon previous work by 
analyzing the connection between school funding 
and graduation rates using a case study of Alabama 
schools from 2011 to 2013.  Their study placed a con-
nection between educational attainment and future 
costs and benefits to society, within a framework 
of public policy decision-making.  Beginning with 
school district level funding and graduation data, the 
study predicted changes in the number of high school 
graduates resulting from hypothetical K-12 funding 
changes, and further estimated the net present value of 
state fiscal impacts over the life of the students.  For 
the Alabama finance and graduation data examined, 
the researchers found that short term investments in 
increased K-12 funding at the state and local level 
returned roughly twice the original cost to the state in 
terms of the net present value of increased tax receipts 
and reduced social service costs over the life of the 
students.
Dillon (2016) examined school district business offi-
cials’ perceptions of how financial practices and major 
per pupil expenditures relate to graduation percentages 
in high poverty districts.  The results in this study ana-
lyzed high poverty districts and compared graduation 
rates, enrollment, per pupil cost and class size among 
the top third graduating schools from the selected 
schools and compared them with the lower third 
graduating schools.  There was a significant differ-
ence in class size, graduation percentages and enroll-
ment.  Lower graduation school districts in this study 
had higher class sizes, higher enrollments, and lower 
graduation rates (Dillon, 2016).  The researcher also 
found that any reduction in staff and increased class 
size coincided with the data because the larger the dis-
trict enrolment and class size, the lower the graduation 
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and territorial public health departments, and other 
relevant agencies, to improve coordinated responses 
among such entities to prevent, prepare for, and re-
spond to coronavirus. 
 • Providing principals and others school leaders 
with the resources necessary to address the needs of 
their individual schools. 
 • Activities to address the unique needs of low-
income children or students, children with disabilities, 
English language learners, racial and ethnic minori-
ties, students experiencing homelessness, and foster 
care youth.
 • Developing and implementing procedures and 
systems to improve the preparedness and response ef-
forts of local educational agencies. 
 • Training and professional development for staff 
of the local educational agency on sanitation and 
minimizing the spread of infectious diseases. 
 • Purchasing supplies to sanitize and clean the 
facilities of a local educational agency. 
 • Planning for and coordinating during long-term 
closures, including for how to provide meals to eli-
gible students, how to provide technology for online 
learning to all students, how to provide guidance for 
carrying out requirements under the Individuals with 
Disabilities Education Act (20 U.S.C. 1401 et seq.) 
and how to ensure other educational services can con-
tinue to be provided consistent with all Federal, State, 
and local requirements. 
 • Purchasing educational technology (including 
hardware, software, and connectivity) for students 
who are served by the local educational agency that 
aids in regular and substantive educational interac-
tion between students and their classroom instructors, 
including low-income students and students with dis-
abilities, which may include assistive technology or 
adaptive equipment.
 • Providing mental health services and supports.
 • Planning and implementing activities related to 
summer learning and supplemental afterschool pro-
grams, including providing classroom instruction or 
online learning during the summer months and ad-
dressing the needs of low-income students, students 
with disabilities, English language learners, migrant 
students, students experiencing homelessness, and 
children in foster care.
 • Other activities that are necessary to maintain the 
operation of and continuity of services in local edu-
cational agencies and continuing to employ existing 
staff of the local educational agency.  (NYSED, 2020)

III. Data Sources 
The primary source of data for this study was the New 
York State Education Department’s Data Site for the 

2019-2020 and 2020-2021 school years.  From this site, 
data on district student populations and high school 
graduation rates with New York State Regents diplomas 
were obtained.  Data on 92 school districts located in 
Nassau and Suffolk Counties, New York were included 
in this study.  There were more than 92 school districts 
in this region.  Several school districts were excluded 
for having unusually small populations of students.  
The researchers excluded school districts that had less 
than 100 students in either their high schools or their 
elementary schools.  Also, not all of the school dis-
tricts in this region were K-12 school districts.  The 92 
school districts in this study only included K-12 school 
districts in the interests of consistency for the analyses 
(NYSED Data Site, n.d.).  
Data on the school districts’ 2019-2020 and 2020-2021 
tax levies were obtained from the New York State 
Property Tax Report Card website, a sub-site of the 
New York State Education Department (New York State 
Property Tax Report Card: Educational Management: 
P-12: NYSED, n.d.) Data on Federal funding during 
COVID were obtained from Newsday, April 25, 2021, 
and from New York State Education Department Report 
(Federal Education COVID Response Funding, n.d.; 
Hildebrand, 2021).

IV. Method
 The dependent variable in this study was high 
school graduation rates with the New York State Re-
gents diploma.  It was measured by the percent of 
students by school district that received this diploma 
during the 2020-2021 school year.  Additionally, the 
percent change in the graduation rate from the 2019-
2020 school year to the 2020-2021 school year by 
school district was also examined.  The independent 
variables in this study were: (a) the percent change 
of the tax levy by school district from the 2019-2020 
school year to the 2020-2021 school year; (b) the per 
pupil change in the tax levy by school district from the 
2019-2020 school year to the 2020-2021 school year; 
(c) the total federal aid per pupil during the 2020-2021 
school year; and (d) the percent change in student 
population by school district from the 2019-2020 to the 
2020-2021 school year.  A Pearson Product-Moment 
correlation analysis, with a two-tailed test of signifi-
cance with alpha set at .05, was used to analyze the 
relationships among the variables.

V. Results
 The results for the correlations with high school 
graduation rates are displayed in Table 1.  The percent 
change in the tax levy from the 2019/20 to 2020/21 
school years did not have a statistically significant 
relationship with high school graduation rates, p > .05.  
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Similarly, the percent change in the tax levy from 
the 2019/20 to 2020/21 school years did not have 
a statistically significant relationship with percent 
change in high school graduation rates from the 
2019/20 to 2020/21 school years, p > .05.  However, 
the per pupil change in tax levy from the 2019/20 to 
2020/21 school years did have a statistically signifi-
cant relationship with high school graduation rates, 
accounting for 10.82 percent of the variance, p < 
.05.  This relationship was positive.  As the per pupil 
tax revenue increased, so did high school graduation 
rates by 10.82 percent.  The percent change in student 
population from the 2019/20 to 2020/21 year had a 
statistically significant and inverse correlation with 
high school graduation rates, accounting for 11.76 
percent of the variance, p < .05.  As student popula-
tions decreased, graduation rates increased.  

Table 1
Correlations with high school graduation rates (N = 92)

* Correlation is significant at the 0.05 level (2-tailed).
** Correlation is significant at the 0.01 level (2-tailed).

 Finally, the total federal aid per pupil from 2020 
to 2021 had a statistically significant relationship with 
high school graduation rates, accounting for 58.37 
percent of the variance, p < .05.  This was also an in-

verse relationship.  As federal aid increased by school 
district, graduation rates went down by 58.37 percent.

VI. Conclusion
 What started out as a study primarily concerned 
with federal, state, and tax levy spending and its impact 
on student graduation rates, has potentially shifted to 
a focus on school population and classroom size.  As 
student populations declined by school district, gradu-
ation rates went up by 11.76 percent.  These findings 
were consistent with the findings of Dillon (2016).  A 
rapid annual decline in student population typically 
puts downward pressure on classroom size by school 
district and these results improved the graduation rates 
from the 2019-20 to 2020-21 school year.  Similarly, 
a greater proportion of the federal aid went to school 
districts that had large student populations.  Those 
districts typically have larger classrooms.  That could 
explain why federal aid had an inverse relationship 
with graduation rates, putting downward pressures on 
graduation by 58.37 percent.  Also, high needs school 
districts, which also tend to have larger classroom 
sizes because of budgetary pressures, received a higher 
percentage of federal aid.  This could also explain the 
inverse relationship with graduation rates.
   
VII. Implications of the Research and Recommendations
With the ongoing mixed results that federal aid has on 
student graduation rates, future studies should examine 
more effective state and federal collaborations for stu-
dent achievement.  The appropriate balance of federal 
guidelines for their aid, their allocations, and local 
discretion on such aid should be further analyzed.
With New York Governor Hochul proposing a 7% 
increase in funding foundation aid (Roy & Gormley, 
2022), and school district budgets capped at 2%, it is 
ever more important to consider a return on spending.  
If increasing spending increases the rate of graduation 
from high school, then the monies will be well spent.  
However, if the return on spending is negligible, then 
boards of education and district/school leaders should 
look towards innovative approaches to changing the 
face of education across the region.  Perhaps devel-
oping better pipelines for adding to the teaching and 
leadership professions might be a productive path-
way.  Perhaps setting aside a percentage of funding for 
teacher development and/or supporting teacher tested 
innovative approaches to increasing the high school 
graduation rate should be considered.  After all, major 
corporations regularly provide budgets for staff train-
ing and research and development, why not education?  
Additionally, perhaps flexibility in using federal dollars 
towards implementing alternative innovative pathways 
toward attaining a Regents diploma might be in order.  

10.82 percent of the variance, p < .05.  This relationship was positive.  As the per pupil 

tax revenue increased, so did high school graduation rates by 10.82 percent.  The 

percent change in student population from the 2019/20 to 2020/21 year had a 

statistically significant and inverse correlation with high school graduation rates, 

accounting for 11.76 percent of the variance, p < .05.  As student populations 

decreased, graduation rates increased.   

Table 1 

Correlations with high school graduation rates (N = 92) 

  

HS 
Graduation 

Rates

% Change 
in HS 

Graduation 
Rates

% Change in 
Tax Levy

Per Pupil 
Change in 
Tax Levy

Total 
Federal 
Aid Per 
Pupil 

2020-21  

% Change in 
HS Graduation 
Rates

r -0.212

r2 4.49%

p 0.042

N 92

% Change in 
Tax Levy

r -0.01 0.064

r2 0.01% 0.41%

p 0.923 0.546

N 92 92

Per Pupil 
Change in Tax 
Levy

r 0.329 -0.077 0.743

r2 10.82% 0.59% 55.20%

p 0.001 0.467 0

N 92 92 92

Total Federal 
Aid Per Pupil 
2020-21

r -0.764 0.159 -0.016 -0.488

r2 58.37% 2.53% 0.03% 23.81%
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by school district, graduation rates went down by 58.37 percent. 
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 What started out as a study primarily concerned with federal, state, and tax levy 

spending and its impact on student graduation rates, has potentially shifted to a focus 

on school population and classroom size.  As student populations declined by school 

district, graduation rates went up by 11.76 percent.  These findings were consistent with 

the findings of Dillon (2016).  A rapid annual decline in student population typically puts 

downward pressure on classroom size by school district and these results improved the 

graduation rates from the 2019-20 to 2020-21 school year.  Similarly, a greater 

proportion of the federal aid went to school districts that had large student populations.  

Those districts typically have larger classrooms.  That could explain why federal aid had 

an inverse relationship with graduation rates, putting downward pressures on 

graduation by 58.37 percent.  Also, high needs school districts, which also tend to have 

2020-21
p 0.000 0.13 0.878 0

N 92 92 92 92

% Change in 
Student 
Population

r -0.343 -0.044 0.274 0.105 0.147

r2 11.76% 0.19% 7.51% 1.10% 2.16%

p 0.001 0.681 0.008 0.317 0.163

N 92 92 92 92 92

* Correlation is significant at the 0.05 level (2-tailed).

** Correlation is significant at the 0.01 level (2-tailed).
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Abstract
This study examines preservice teachers’ experi-
ences in a workshop on culturally responsive music-
mathematics tasks and how these experiences im-
pacted their confidence and dispositions in relation 
to teaching these tasks in P–12 settings. Culturally 
responsive pedagogy in interdisciplinary contexts 
can create opportunities for deep, authentic learning. 
Tasks that require collaborative improvisation and 
discovery can challenge students and teachers to be 
vulnerable and take risks to create novel ideas and 
products. Preservice teachers that engaged in this 
workshop reported increased confidence in their abil-
ity to teach culturally responsive music-mathematics 
tasks and an increased desire to learn more about the 
skills and mindsets needed for such tasks to be suc-
cessful in P–12 settings. This study demonstrates a 
need for teacher education to provide opportunities 
for preservice teachers to explore music integration in 
STEAM (science, technology, engineering, arts, and 
mathematics education) contexts to inspire them to 
build culturally responsive learning environments that 
empower students to apply content understanding in 
real-world contexts. 

Engaging Preservice Teachers in Culturally Re-
sponsive Music-Mathematics Tasks
Significance of Study
P–12 preservice teachers (PTs) of all grade levels and 
disciplines should be prepared to teach in interdisci-
plinary STEAM (science, technology, engineering, 
arts, and mathematics education) learning environ-
ments. STEAM education that integrates music and 
mathematics can provide opportunities for students to 
engage in creative and collaborative work that builds 
21st-century skills and recognizes the cultural assets 
and identities that students bring to the classroom 
(Association of Mathematics Teacher Educators, 
2017; National Association for Music Education, 
2017). In culturally responsive learning environ-
ments, students can build on their interests, knowl-
edge, and skills from life in and outside of school 
(Gay, 2002; Ladson-Billings, 1995). Music and 
mathematics can facilitate students’ self-expression 
and deepen their understanding of the world and the 
people around them.
Traditional mathematics instruction should be recon-
ceptualized to foster authentic inquiry that encourages 
meaningful connections and student engagement to 

generate new wonder and knowledge. Gershon and 
Ben-Horin (2014) make a strong argument in favor 
of “musical inquiry” as part of a process for teaching 
people to be better scientists and critical thinkers on the 
grounds that scientists need to learn to think creatively 
in the moment, and “music making is often a relatively 
immediate, visceral experience in giving in to the mo-
ment, of being in inquiry” (pp. 28–29). We believe 
there are more possibilities for mathematics learning 
when students think in musical ways and that music 
learning can center improvisation, self-expression, and 
collaboration based in mathematical language. Students 
can learn intuitively, generating new knowledge and 
novel work products as they improvise and collaborate.

Research Questions
This study reports on the impact of a workshop on cul-
turally responsive music-mathematics (CRM-M) tasks 
for purposes of developing PTs’ confidence and disposi-
tions in relation to teaching these tasks in P–12 settings. 
We outline the design and goals of the workshop and 
explain these through the theoretical underpinnings 
of social constructivism (Anthony, 1996) and trans-
formative learning theory (Johnson & Olanoff, 2020; 
Mezirow, 1991). We also report on the experiences of 
the PTs engaged in the workshop. Taking the findings 
into consideration, we reflect on how this research has 
impacted our own work with PTs in STEAM education 
and this study’s broader implications for teacher educa-
tion. The following research questions guide this study: 
1. How can a workshop on CRM-M tasks impact PTs’ 
confidence and dispositions in relation to these kinds of 
tasks? 
2. What experiences do PTs have engaging with a 
workshop on CRM-M tasks?

Integrating Music in Mathematics
P–12 students need more opportunities to be creative in 
school, and integrating music with mathematics opens 
infinite creative possibilities. Allina (2018) describes 
how the Arts Education Partnership (AEP), National 
Association for Music Education (NAfME), and the 
US House of Representatives, among others, advocate 
for music in STEAM education based on the assump-
tion that STEAM learning promotes innovation and 
economic growth. Increasingly, employers value 21st-
century skills like creativity because employees need 
to adapt to change and solve difficult problems (Vasil 
et al., 2019). More importantly, creative tasks encour-

Engaging Preservice Teachers in Culturally Responsive Music-Mathematics Tasks 
Graham Johnson, Fordham University & Alesia Mickle Moldavan, Fordham University
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age students to be open-minded. Luria et al. (2017) 
suggest that collaborative intellectual risk-taking by 
students and teachers, which we modeled in our work-
shop through collaborative musical improvisation 
and composition with notation on graphs, challenges 
personal and task-related stereotypes and builds confi-
dence to explore new ideas.
Some fundamental mathematical concepts are best 
learned intuitively in applied interdisciplinary con-
texts. For example, students often express an implicit 
understanding of ratios, proportions, fractions, and 
common multiples when they perform, notate, or read 
musical rhythms. They also benefit from appreciating 
the aesthetic beauty of mathematics and music when 
they explore these concepts in an interdisciplinary 
manner (Lovemore et al., 2021) and have a greater 
sensitivity for mathematical patterns when they 
discover them in meaningful contexts (Bamberger & 
diSessa, 2003). The embodied experiences underly-
ing movement, sound production, emotions, and the 
recognition of musical patterns, such as heartbeats, 
breathing, muscle contractions, and synapses, can be 
described both literally and metaphorically in math-
ematical terms like rate, frequency, interval, speed, 
and height. When purposeful interdisciplinary learn-
ing happens, the integrated subjects reveal new pos-
sibilities through synthesis. Furthermore, integrating 
music and mathematics in authentic ways can build 
conceptual understanding aligned with national arts 
and mathematics standards. An et al. (2016) highlight 
the need to explore strategies for integrating music 
and mathematics and develop positive perceptions of 
interdisciplinary music and mathematics tasks among 
PTs. Our study builds on this prior research to address 
these topics. 
In this study we developed the workshop “Collaborat-
ing Creatively with CRM-M Tasks.” The purpose of 
this workshop was to guide PTs toward a more open-
minded path of teaching and learning with CRM-M 
tasks to encourage collaborative, authentic, explor-
atory, and playful learning. This workshop aligns with 
the Music Plus Music Integration model for music 
education described by Scripp and Gilbert (2016) 
and the process of inquiry in music and science de-
scribed by Gershon and Ben-Horin (2014). The Music 
Plus Music Integration model advocates “authentic, 
comprehensive, and interdisciplinary approaches to 
teaching and assessing musical literacy skills [and] an 
integration with math and language that is dependent 
on discipline-specific learning as part of a continuum 
of arts, academic, and social learning” (Scripp & 
Gilbert, 2016, p. 186). This model identifies listen-
ing, questioning, creating, performing, and reflecting 
as fundamental practices for learning music and other 
disciplines. It also notes the social-emotional and 

metacognitive skills that are central to students’ devel-
opment, including risk taking, empathy, collaboration, 
problem solving, self-assessment, dealing with frustra-
tion and delayed gratification, and the ability to transfer 
learning across disciplines and modalities. Gershon 
and Ben-Horin (2014) explain the need for creativity 
in integrated music and science tasks and the resulting 
processes of inquiry, flow, and reflection that stem from 
explorations in these disciplines.

Social Constructivism and Transformative Learn-
ing Theory
In this workshop we created a social constructivist 
learning environment for PTs, whom we hoped would 
be inspired to create similar learning environments for 
their students. A social constructivist learning environ-
ment includes active learning, meaning “students are 
given considerable autonomy and control of the direc-
tion of the learning activities” and students have “an 
attitude of active intellectual inquiry” (Anthony, 1996, 
p. 350). The former relates to the opportunities we gave 
PTs, and the latter refers to the approach to learning we 
encouraged PTs to take.
Anthony (1996) offers guidance for how teachers can 
lead students to success in constructivist learning en-
vironments: “To cope with the high level of cognitive, 
metacognitive, affective, and resource management de-
mands students must develop expertise in how to learn 
and use that expertise to construct useful knowledge” 
(p. 365). Learning how to learn requires consistent 
structures and support from peers and teachers as well 
as opportunities for exploration and problem solving to 
build new ideas.
Especially in the context of adult learning, transforma-
tive learning theory aligns well with social constructiv-
ism. Both theories advocate for learning environments 
that allow students, teachers, and other community 
members to work cooperatively to construct knowl-
edge. The transformative learning cycle for adult learn-
ing includes a disorienting dilemma, critical reflection, 
rational dialogue to solve the dilemma, and discussion 
of how previous assumptions fit with new understand-
ings (Johnson & Olanoff, 2020; Mezirow, 1991, 2009, 
2012). In this workshop the disorienting dilemma asked 
PTs to respond to music in new ways. Following the 
group tasks that explored music notation and improvi-
sation, the PTs reflected on their prior assumptions and 
new understandings about music, mathematics, and the 
integration of the two. Asking PTs to respond to music 
in new ways ignited curiosity, encouraging them to pay 
attention to their responses to music and discover new 
musical and mathematical understandings.
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Research Design
A qualitative case study (Yin, 2014) was conducted to 
examine the impact of a workshop on CRM-M tasks 
on PTs’ confidence and dispositions in relation to 
teaching these tasks in P–12 settings. The workshop 
occurred in two mathematics methods courses, one 
focused on elementary and the other on secondary, at 
a New York institution of higher education during the 
Fall 2021 semester. Consenting PTs (n=19) voluntari-
ly participated in the workshop. As noted in Table 1, 
most of the PTs self-identified as female, White, aged 
22-25, and seeking elementary certification.
     
Table 1

The hour-long workshop focused on music and 
mathematics integration at the elementary and middle 
school levels. This workshop showed that students 
can build on their prior knowledge and experiences 
with music and mathematics to engage in CRM-M 
tasks and inspire exploration of music beyond uses 
as a support for memorization or regulating behavior. 
During the workshop, PTs experienced collaborative 
open-ended tasks in which P–12 students could also 
engage.
The workshop began with PTs watching a music 
video and drawing whatever came to mind. PTs were 
asked to pay attention to how they and other people in 

the room reacted to the music as well as how the vari-
ous ways people respond to music can be described in 
mathematical terms. The music video, Lido Pimienta’s 
“Eso Que Tú Haces,” was chosen purposefully to 
inspire rich discussion about embodied responses to 
music as well as gender, race, immigration, visual art, 
and dance. Timbral and dynamic complexity, underly-
ing harmonies and rhythms that are easy to play along 
with, Spanish lyrics with themes about homecoming 
and love, colorful costumes, and varied choreography 
gave listeners plenty to respond to from sociocultural, 
musical, linguistic, and mathematical perspectives 
when listening to the song and watching the music 
video. Additionally, the strong beat, bass line, harmo-
nies, and melody of the song are familiar to anyone 
who listens to contemporary popular music. When 
selecting music teachers can prioritize students’ back-
grounds and interests rather than rely on music from 
method books or curricula that may not be relevant or 
engaging to students. 
In the next part of the workshop, PTs chose one musi-
cal instrument from a variety of physical instruments 
(e.g., shakers, hand drums) and virtual instruments 
(e.g., Chrome Music Lab Song Maker). These options 
allowed PTs to select instruments that were acces-
sible and interesting to them no matter their ability or 
prior knowledge. They improvised intuitively on these 
instruments, played them along with the music video, 
and composed short musical compositions that we 
combined to create a collaborative composition.

Data Collection and Analysis
A variety of data sources were collected and analyzed 
for triangulation purposes to corroborate the research 
findings (Grbich, 2013). All consenting PTs (n=19) 
completed pre- and post-surveys designed to assess 
their confidence and dispositions in relation to CRM-
M tasks. The surveys included four Likert scale ques-
tions with response options ranging from 1 (not at all 
confident) to 5 (completely confident) and open-ended 
reflection questions.
The pre-survey was completed by each PT one week 
prior to their participation in the workshop, while the 
post-survey was completed immediately following the 
workshop. As the PTs engaged in the workshop, the 
researchers noted PT observations and discussions that 
served to guide the data analysis. All survey responses 
and the PT observations and discussions were coded 
using in vivo and descriptive coding (Saldaña, 2016). 
A coding chart was created to move codes to categories 
and themes that were cross-checked by the researchers 
for coder reliability to preserve the trustworthiness of 
the analysis (Grbich, 2013).
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Table 1 

Characteristics of PTs 

Note. These data are self-reported by the PTs.

Characteristic Number of 
Responses

Percentages

n %

Gender

     Female 17 89.47

     Male 2 10.53

Race/Ethnicity

     Asian 1 5.26

     Black 1 5.26

     Hispanic/Latinx 3 15.79

     White 14 73.68

Age

     22-25 15 78.95

     26-29 2 10.53

     30+ 2 10.53

Area of Focus

     Elementary 12 63.16

     Secondary 7 36.84
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Findings
We report on the findings that provide insight into (a) 
how the workshop on CRM-M tasks impacted PTs’ 
confidence and dispositions in relation to these kinds 
of tasks and (b) the PTs’ experiences engaging with 
the workshop.

Impact on Confidence and Dispositions
Figure 1 shows the mean response to each of the four 
Likert scale questions on the pre- and post-surveys. 
All but one PT expressed increased confidence in 
identifying the goals of, designing, engaging students 
in, and/or assisting students in making interdisciplin-
ary connections in CRM-M tasks. One PT expressed 
decreased confidence in engaging and assisting 
students. In both the pre-survey and the post-survey 
some PTs (n=5) communicated a lack of confidence 
in their musical or mathematical abilities.

Figure 1
PTs’ Level of Confidence in CRM-M Tasks

 
Note. Values depict the mean response to each question.
 PTs explained their confidence related to 
CRM-M tasks in open-ended questions on the pre- 
and post-surveys. This workshop opened PTs to new 
possibilities for integrating music and mathematics 
in culturally responsive STEAM tasks to improve 
students’ creative and collaborative work and subject 
area knowledge and skills. All PTs expressed a desire 
to learn more about CRM-M tasks and/or try them 
with students. 
PTs also explained their level of confidence in their 
students’ abilities to participate in CRM-M tasks. 
About half (n=10) had concerns related to classroom 
management and balancing fun or stimulating tasks 
involving music with more traditional mathematics 
content instruction. However, all PTs made comments 
about how CRM-M tasks could lead to deeper student 
learning and engagement.

PTs revealed their dispositions toward CRM-M tasks 
in open-ended questions on the pre- and post-surveys. 
It was encouraging to see that every PT expressed 
positive feelings about music generally. These feel-
ings served as a springboard for a positive workshop 
experience. Most PTs (n=18) shared ideas for how 
music and mathematics can be integrated, including 
using music as a tool for memorization or to help stu-
dents transition between activities, which are common 
examples of classroom applications of music (Jones & 
Pearson, 2013). When asked about their prior experi-
ence with music, about half of the PTs (n=10) reported 
having experience singing or playing music. Regarding 
experience including music in instruction or engaging 
in a class where music and mathematics are integrated, 
most PTs (n=15) reported having no experience. Of 
the others, one PT reported teaching students songs 
about chemistry content and three PTs reported play-
ing or singing music to set a mood in the classroom 
or help students transition between activities. Similar 
examples were shared by PTs when asked about the 
meaning and purpose of integrating music and math-
ematics. These examples included integrating music 
and mathematics to connect to students’ strengths, find 
real-world applications, and foster creativity, critical 
thinking, and fun.
Some PTs expressed that music is inherently creative 
and emotional, but not intellectually stimulating, and 
that mathematics is inherently intellectual, but not 
emotionally engaging. CRM-M tasks can be used to 
help dispel these myths by showing how intertwined 
these disciplines are, thereby opening people to the 
idea that any discipline can inspire creative, emotional, 
and intellectual growth. 
In the pre-survey, a few PTs (n=6) expressed concern 
about students not being willing or able to engage in 
CRM-M tasks. In the post-survey even more PTs (n=9) 
noted these concerns. For example, two PTs questioned 
whether students with disabilities could participate in 
music activities. It is important to note that accom-
modations must be made for students with disabilities 
(e.g., earmuffs, opportunities to sit, stand, and move) 
so that all students participate in CRM-M tasks. Re-
garding factors, materials, or conditions needed to 
make meaningful connections between music and 
mathematics, PTs reported the need for instruments, 
software, internet, and small class sizes as well as stu-
dents with prior music and/or mathematics knowledge, 
listening skills, and the desire to play and/or sing. 
About half of PTs (n=9) claimed that students need 
special skills, knowledge, or inclinations before they 
can successfully participate in a CRM-M task. This is 
a view expressed by many teachers of music and other 
disciplines (Jones & Pearson, 2013).
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Figure 1 shows the mean response to each of the four Likert scale questions on 

the pre- and post-surveys. All but one PT expressed increased confidence in identifying 

the goals of, designing, engaging students in, and/or assisting students in making 

interdisciplinary connections in CRM-M tasks. One PT expressed decreased confidence 

in engaging and assisting students. In both the pre-survey and the post-survey some 

PTs (n=5) communicated a lack of confidence in their musical or mathematical abilities. 

Figure 1 

PTs’ Level of Confidence in CRM-M Tasks 

 
Note. Values depict the mean response to each question. 

 PTs explained their confidence related to CRM-M tasks in open-ended questions 

on the pre- and post-surveys. This workshop opened PTs to new possibilities for 

integrating music and mathematics in culturally responsive STEAM tasks to improve 

students’ creative and collaborative work and subject area knowledge and skills. All PTs 

expressed a desire to learn more about CRM-M tasks and/or try them with students.  
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Workshop Experiences
Responses on shared online documents illustrate 
PTs’ experiences in this workshop. PTs offered wide-
ranging responses to the Do Now, which asked them to 
draw and graph responses to “Eso Que Tú Haces” (see 
Figure 2). They drew and wrote about the Spanish lyr-
ics, steady beat, volume, melody, patterns, costumes, 
choreography, drama, and scenery. Attention to sym-
metry stood out as a particularly powerful connection 
to mathematics, as symmetry has been an important 
component of curricula that integrate music and math-
ematics (see Hudáková & Králová, 2016).

Figure 2
PTs’ Responses to the “Eso Que Tú Haces” Music Video

PTs spent most of the time in this workshop collaborat-
ing in small groups. There was plenty of time for PTs 
to experiment with new ideas so they might gain ideas 
and motivation to try new tasks with their students. In 
the post-survey, a few PTs (n=4) indicated that they 
would have appreciated more guided instruction during 
the workshop, while most (n=14) appreciated having 
self-directed learning time.
Most PTs (n=11) conveyed excitement or surprise 
over the realization that standard and iconic music 
notation are based on mathematical concepts. All PTs 
were enthusiastic about playing virtual and physical 
instruments individually, though two were hesitant to 
play in an ensemble. The PTs listened closely to each 
other when improvising and composing together, find-
ing musical ideas to repeat, and adjusting them to fit 
the context of what they heard around them. The PTs 
seemed surprised at how well their ensemble was able 
to play in sync without formal training or rehearsal. 
Collaborative music improvisation tends toward 
compromise and encourages individuals to change the 
musical ideas they play to respond to others (Borgo, 
2007). When PTs improvised music together on their 
instruments of choice, they took the risk of being heard 
playing their own musical ideas they had probably 
not played before. At the same time, PTs supported 
each other in shaping a harmonious collective sound. 
This vulnerability and accountability in music play-
ing spilled over to conversations and other interactions 
when PTs helped each other complete tasks and openly 
discussed their ideas about the workshop and related 
experiences.

The creative and collaborative products that 
PTs completed during this workshop provide a 
glimpse of the kind of work that P–12 students 
can create when engaged in CRM-M tasks. 
Through drawings and conversation, they ex-
plained personal connections to and interpreta-
tions of the music video, responding to the music, 
Spanish lyrics, patterns, costumes, choreography, 
drama, and scenery. When PTs notated music, in 
this case on graphs, they built on their intuitive 
understanding of patterns in music and deepened 
their knowledge of mathematical and musical 
concepts (see Figure 3). They also built the skill 
of creating visual representations of abstract ex-
periences, which could transfer to different tasks 
in diverse domains, like graphing a chemical 
process or mapping the plot of a story. Two PTs 
expressed that they found it overwhelming to cre-
ate a graph to notate aspects of the music. They 
had trouble deciding which aspects of the music 
to pay attention to and notate. Difficulty isolat-
ing aspects of music when listening might be 
related to a phenomenon identified by Bamberger 
& diSessa (2003): “Patterns heard in one param-
eter (e.g., pitch) influence or disguise patterns 
perceived in another parameter (e.g., rhythm)” 
(p. 146). The rest of the PTs created graphs in 
response to the music with relative ease, perhaps 
because they had a different way of listening to 
the music or were not as concerned with nuanced 
transcription.
 
Figure 3
PTs’ Compositions Notated on Graphs

Discussion and Implications
When PTs have open-ended tasks involving 
drawing or writing about their responses to mu-
sic, they pay attention to what stands out to them, 
which could reveal their cultural backgrounds, 
values, emotions, embodied responses, and ques-
tions. These tasks can serve as a starting point for 
making meaning from musical and mathematical 
experiences. When PTs have time to collabora-
tively explore and improvise with CRM-M tasks 
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powerful connection to mathematics, as symmetry has been an important component of 

curricula that integrate music and mathematics (see Hudáková & Králová, 2016). 
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hesitant to play in an ensemble. The PTs listened closely to each other when 

improvising and composing together, finding musical ideas to repeat, and adjusting 

them to fit the context of what they heard around them. The PTs seemed surprised at 

how well their ensemble was able to play in sync without formal training or rehearsal. 

Collaborative music improvisation tends toward compromise and encourages 

individuals to change the musical ideas they play to respond to others (Borgo, 2007). 

When PTs improvised music together on their instruments of choice, they took the risk 
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Figure 3 

PTs’ Compositions Notated on Graphs 

Discussion and Implications 

When PTs have open-ended tasks involving drawing or writing about their 

responses to music, they pay attention to what stands out to them, which could reveal 

their cultural backgrounds, values, emotions, embodied responses, and questions. 

These tasks can serve as a starting point for making meaning from musical and 

mathematical experiences. When PTs have time to collaboratively explore and 

improvise with CRM-M tasks they can use with their students, they put themselves in 

their students’ shoes and become excited about the possibilities for their and their 

students’ learning and creativity. PTs must address their own insecurities related to 

music and mathematics before being able to model a growth mindset and build their 

students’ academic, collaborative, and creative confidence in music and mathematics. 

Addressing these insecurities does not mean becoming master musicians and 

mathematicians; it means becoming comfortable with learning alongside students, being 

vulnerable, and showing that people learn when they are not afraid of mistakes. 
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they can use with their students, they put themselves 
in their students’ shoes and become excited about the 
possibilities for their and their students’ learning and 
creativity. PTs must address their own insecurities 
related to music and mathematics before being able to 
model a growth mindset and build their students’ aca-
demic, collaborative, and creative confidence in music 
and mathematics. Addressing these insecurities does 
not mean becoming master musicians and mathemati-
cians; it means becoming comfortable with learning 
alongside students, being vulnerable, and showing that 
people learn when they are not afraid of mistakes.
Some PTs expressed a preference for more guided in-
struction, which is a prominent part of traditional mu-
sic and mathematics instruction. While this preference 
challenges constructivist learning and the benefits of 
improvising, tinkering, and experimenting, we under-
stand that experiencing new tasks can be intimidating. 
Still, in our experiences leading this workshop and 
teaching in other social constructivist learning envi-
ronments we have found that more learning happens 
when teachers lecture less. Furthermore, fun activities 
do not need to be balanced with teacher-led instruc-
tion or other elements of traditional instruction for the 
sake of classroom management or “real” academic 
learning. Rather, if students can direct their own learn-

ing, they are more inclined to act responsibly, take on 
leadership roles, and engage fully in tasks.
More professional development is needed to help PTs 
overcome their anxiety around music and mathematics 
and to address their concerns about students not being 
willing or able to engage in CRM-M tasks. Given time 
for exploration in STEAM learning environments, PTs 
can feel confident in their identities and abilities related 
to STEAM content areas and see new possibilities 
in themselves, their environment, and their students. 
There are an increasing number of resources available 
for teachers collaborating across content areas and 
designing STEAM tasks such as those explored in this 
study (see Longo & Gates, 2021). Professional devel-
opment should allow PTs to explore a wide variety of 
tools for inclusive and accessible CRM-M tasks. For 
example, musical instrument-building projects can use 
recycled plastic and cardboard, computer program-
ming languages like Scratch (see Bell & Bell, 2018), 
and electronics like Makey Makey (see Rosenbaum, 
2015), littleBits (see Robair, 2014), and Kitsi Blocks 
(see Wellington et al., 2020). More broadly, educa-
tors should consider CRM-M tasks as models in other 
interdisciplinary collaborations and use culturally re-
sponsive creative tasks to advance STEAM education 
for all learners.
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Abstract
 The purpose of this study was to determine 
the challenges, best practices and successes that 
teachers of English Language Learners (ELLs) 
have experienced within remote and hybrid learn-
ing during the pandemic.  It also seeks to provide an 
understanding of how the pandemic, which is often 
associated with negative impacts on the education 
systems, has also provided innovation and progress 
in areas of education that are beneficial for ELLs.  In 
addition, during the pandemic, New York State has 
experienced a significant increase in the ELL gradu-
ation rate.  It has increased more than 20 percentage 
points since prior to the pandemic 2-years ago.  The 
Regents Examination exemptions have contributed 
to this. However, although exemptions were pro-
vided during both academic years (2019-2020 and 
2020-2021), there is a stark difference in the ELL 
graduation rate during the heigh of the pandemic in 
2020 and during the subsequent year in 2021.  This 
suggest that the increase in the ELL graduation rate 
was not just due to Regents exemptions alone.  Shifts 
in instructional practices as a result of the innova-
tion, changes in policy, and technology integration 
should also be considered as contributing factors.  
This qualitative study explores the shifts in instruc-
tional practices that have emerged as a result of the 
pandemic and should be maintained. 

Introduction
 The COVID-19 pandemic has had a profound 
impact on the way we educate our students through 
the unique challenges, best practices and lessons 
learned that have emerged during the past two years.  
The abrupt shift of school closures, remote and 
hybrid learning, and other measures taken to pre-
vent the spread of the novel coronavirus has shifted 
education into a new era of teaching and learning 
worldwide, where the opportunities gap that has 
already existed became more intensified (González, 
2021).  However, the pandemic has also caused a 
rupture in the U.S. education system by positioning 
educators, administrators and policymakers to find 
new and groundbreaking ways to keep learners safe 
and healthy while trying to minimize learning losses, 
igniting a massive experiment in the U.S. education 
system (Haelle, 2021).  Paradoxically, the pandemic 
crisis has caused both learning loss (Goldstein, 2020) 
and innovation (Haelle, 2021) within education in 

Teaching ELLs during the Pandemic and Beyond: 
Challenges, Successes and Best Practices that have Emerged

Jordan González, Ph.D, St. Johns University, New York

the U.S., causing the system to evolve. This is exempli-
fied within New York State with our English Language 
Learners (ELLs).  In New York there has been a wid-
ening of the opportunities gaps, but at the same time, 
progress appears to have been made in the teaching 
and learning of ELLs as a result of the pandemic.  This 
study engaged in a narrative inquiry approach on a large 
urban school district within New York State that grap-
pled with the challenges, shared successes stories, and 
identified the best practices as it relates to ELLs that 
have emerged during the course of the pandemic.
    
Statement of the Problem
Prior to the pandemic, the ELL graduate rate in June 
2019 was 38.9% (NYSED, 2020), an alarming rate for 
any subgroup of students.  In comparison, the statewide 
graduation rate was 83.4% (NYSED, 2020), noting the 
significant opportunities gap.  During the pandemic, it 
was reported that ELLs knew their English was slip-
ping away within New York City where 142,000 ELLs 
engaged in remote instruction (Kim, 2020).  ELLs and 
their families experienced the compounded challenge 
of online schooling and navigating the systems in a 
language they don’t understand (Rani, 2020), which 
resulted in bigger losses for children still learning to 
speak English (Kim, 2020).  However, a year into the 
pandemic the ELL graduation rate rose to 60.5% in 
June 2021 (NYSED, 2022).  What was the cause of this 
significant increase within a two-year time span from 
38.9% to 60.5%? 
New York State provided exemptions to the Regents 
examinations required for the graduation requirement 
during the 2021 academic year (NYSED, 2021); how-
ever, these same exemptions were provided during the 
previous academic year in June 2020 (NYSED 2020a), 
and the ELL graduate rate was only 46.0% (NYSED 
2021a).  Although the ELL graduation rate increased by 
7.1 percentage points in 2020, comparatively the 2021 
ELL graduation rate increased more than doubled in 
percentage points.  It is important to note that the Re-
gents examination exemptions were contingent on stu-
dents who were scheduled to take the examinations and 
had to have passed the associated coursework.  There-
fore, the significant increase in the ELL graduate rate in 
2021 also represents a higher ELL course pass rate in 
comparison to the previous year during the height of the 
pandemic in 2020.  Increases in ELL students passing 
their courses in comparison with 2020 suggest there 
were more, and perhaps better, opportunities that were 
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afforded to ELLs within classrooms across the state.  
What were these opportunities that prompted higher 
course passing rates which led to ELLs qualifying for 
Regents exemptions?  What were the shifts in teacher 
classroom practice that may have led to higher course 
pass rates across the state?

Research Questions
The following research questions guided this study:
 Research Question Number One 
What challenges did ELLs have during remote and 
hybrid instruction during the pandemic?

 Research Question Number Two
What were some of the best practices that have 
emerged during the pandemic in support of our Eng-
lish Language Learners?

 Research Question Number Three
What lessons learned need to continue beyond the 
pandemic in support of our English Language Learners?

Research Design and Analysis
The research included a qualitative approach through 
a narrative inquiry design to understand and explore 
in detail the challenges, success and best practices 
that have emerged as a result of the pandemic. The 
study included the collection narratives through 
surveys from one of New York State’s largest urban 
school district with a large population of English 
Language Learners.  The school district has English 
as New Language (ENL) program in every single 
school and Bilingual Education programs in multiple 
schools.   The participants include both ENL teach-
ers and Bilingual Education teachers.   The surveys 
did not collect statistical information, such as Likert 
scales surveys; but rather, participants provided brief 
narratives as their responses to three questions.  The 
questions are: 
 1)  What are the biggest challenges you and 
your English Language Learners are facing during re-
mote/hybrid instruction? 
 2)  What are some of the best practices you 
have found during remote/hybrid instruction as it 
relates to English Language Learners?
 3)  What success(es) you have experienced 
since hybrid/ remote instruction began?

The survey was rendered during the early Fall 2020.  
The school district engaged in remote learning dur-
ing the first month of the academic year and shifted 
to hybrid in October.   The responses to the surveys 
were analyzed and coded until themes emerged for 
each question and across questions. Points of contact 

and departure within themes across the three questions 
were noted and are further discussed in the subsequent 
section.  

Results
Table 1 below contains the themes that emerged though 
the responses to the first survey question and are not 
placed in any particular order.  Many participants 
responded with the challenge of access and equity for 
ELLs to technology and WIFI, which speaks to the lack 
of resources to complete homework even prior to the 
pandemic.  Those that did have access did not have the 
digital literacy needed to effectively use the technology 
nor navigate the learning management systems being 
utilized by their schools.  Many teachers also stated that 
they noticed their ELLs were not engaged, not partici-
pating within remote instruction, and were not complet-
ing or submitting assignments.  The reference to sched-
uling issues and meeting the service mandates refers to 
the CR-Part 154 Units of Study, which requires weekly 
amounts of service minutes in Standalone ENL and/or 
Integrated ENL services based on the proficiency level 
of the student.  
Challenges MLL teachers and students face
Access and equity in technology and Internet
Student engagement, participation & noncompletion of 
assignments
Lack of digital literacy
Scheduling issues in meeting the service mandate
Class coverages
Simultaneous teaching (in-person & remote)
Co-Teaching online with content area teachers
Social distancing and the need for student collaboration
Need for ongoing professional learning for teachers and 
families.
 
Table 1
 Themes of responses to survey question
#1: Challenges
As part of fulfilling the Integrated ENL services, man-
date, one option is to engage in Co-Teaching between 
the ENL teacher and content area teacher, which proved 
challenging for many during remote instruction.  Lastly, 
many teachers also included the need for ongoing pro-
fessional developing to help learn the technology and 
how to integrate the technology within their instruction.

Table 2 below contains the themes that emerged from 
the responses to the second survey question on the 
best practices they encountered during remote/hybrid 
instruction.  Three major themes surface that directly 
correlated with the challenges that were posed by the 
first survey question. Tables 3, 4 and 5 show examples 
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Using translation programs to mitigate language barri-
ers for students and families
Using cloud based systems so that students have ac-
cess to all information they may have missed

Table 5 
Example responses to survey question 
#2: Digital literacy
In addition to best practices, the survey asked re-
sponded to also discuss any success(es) they have 
experienced since remote/hybrid instruction.  Table 
5 contains the examples of responses participants 
included.
Successes experienced since remote/hybrid instruction
I have improved my technology skills in the process
I have expanded by knowledge on applications for 
education that can be utilized for ELLs
The students are becoming more comfortable using 
the technology and there are many programs they can 
access that promote listening, speaking, reading and 
writing Increased parental involvement!!!
More students are engaged and helping them to com-
plete classroom assignment
No cost virtual field trips
I am getting experience in true-co-teaching with regu-
lar common planning time.
 
Table 6 
Example responses to survey question 
#3: Successes
One will notice that what some participants were 
experiencing as a challenge within one classroom or 
school, within the same school district other partici-
pants within another classroom or school were able 
to provide a best practice or success story that they ex-
perienced within their instructional context.  In order 
words, there was a variation of challenges, best prac-
tices and successes teachers and their ELL students 
were experiencing within the same school district. 
Therefore, it became important to share the responses 
and themes with all the respondents.  
The results of the data were shared during a meeting 
with respondents in October 2020.  The participants 
stated that the information shared let them know that 
they were not alone in the challenges they were fac-
ing, but more importantly, it provided motivation and 
hope to experiment with or learn more about the best 
practices that were discussed.  This led to an informed 
professional development series based on the identi-
fied themes and best practices where teachers explored 
further the challenges and successes with one another, 
tapping into each other’s expertise while building col-
laboration across the school district. 

of responses that participants included that were 
coded as “best practices.”  

Best Practices MLL teachers and students face
Student Engagement and Participation
Best Instructional Practices for Language Devel-
opment
Building Digital Literacy

Table 2
 Themes of responses to survey question 
#2: Best Practices
Best practices for student engagement and participation
NearPod Lessons and other interactive programs 
for engagement
Chat feature where students ask questions who are 
reluctant to participate
Digital tools, such as collaboration boards, Flip-
Grid, and breakout rooms for peer interaction
Providing lessons live and asynchronously if stu-
dents cannot make live session, they can watch it 
online, do the lesson and submit
Maintaining constant communication to parents 
and students with translation technology
Using students’ cultures to spark conversations 
and stimulate high order thinking skills

Table 3 
Example responses to survey question
 #2: Student Engagement
Best practices for language development
The use of shared screen function to show visuals 
& videos related to the content.
Having a white board behind me to help demon-
strate concepts and provide scaffolds
Putting less on slides with translations 
Having close captions on in English for student to 
read and hear what is being said
Having intensive ENL Standalone session with 
Newcomers
Providing multiple opportunities to practice a skill 
to generalize the learning

Table 4
 Example responses to survey question 
#2: Language development
Best practices for building digital literacy
Creating a Bitmjoi classroom where students can 
find digital versions of various resources they can 
find in the classroom in-person
Creating explicit routines for hybrid and remote 
learning that has visuals
Reviewing routinely where online resources are 
with expectations 
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the 21st century.  Based on the findings, ongoing pro-
fessional development on using the resources, as well 
as opportunities for teachers to exchange and share 
their challenges and best practices will allow for the 
development of a professional nexus that will build 
capacity in meeting the needs of our English Lan-
guage Learners.  Further study is needed to determine 
to what extent has the shifts within instructional prac-
tices have impacted the 2021 ELL graduation rate.  In 
addition to the Regents examination exemptions and 
shifts in instruction, additional variables need to be 
identified and explored to fully understand the signifi-
cant increase of the ELL graduation rate in New York 
State during a natural disaster.  
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Conclusion
 The pandemic has been catastrophic within the 
educational system; however, the pressure and circum-
stance has also allowed for experimentation and inno-
vation within technology integration and instructional 
practice for our English Language Learners.  These 
emerging lessons learned would and should continue 
to be incorporated even within a post-pandemic soci-
ety.  Findings such as increased use of technology for 
language development and language access (automatic 
translations), multimedia resources to increase compre-
hension, and providing multiple points of entry for in-
teraction (chat, breakout rooms, FlipGrid) complement 
and elevate the educational experience by bringing it to 
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Introduction
As key school leaders in the 21st century, K-12 
principals work under challenging and demanding 
conditions that test their intellect, aptitude, skills, and 
overall abilities. Today, a principal’s job mandates 
achieving new learning standards, supporting stu-
dents’ growing needs, and developing teaching staff 
to deliver effective instruction (Wallace, 2013). The 
principalship requires effective leadership, collabora-
tion with teachers and staff, strong communication 
with diverse stakeholders, and continuous profession-
al learning. It is critical that school leaders, especially 
principals, be offered a foundation of resources, 
support, and professional development to enable their 
success consistent with the increasing demands of 
their jobs.
While Federal requirements intended to ensure aca-
demic achievement and student success by placing 
more accountability on districts and schools, African 
American and Latino students have not achieved the 
same academic outcomes as their White and Asian 
peers. Students in underperforming schools are at 
greater risk for dropping out of high school and often 
significantly underprepared to enter the workforce or 
gain college entrance. Limited by economic opportu-
nity, these young people are more at risk for choices 
and behaviors that result in disproportionate arrest, 
conviction, and incarceration.
 The stark disparities spotlighted by the global 
COVID-19 pandemic have intensified a national 
interest in public education, school leadership, and 
student achievement. Stakeholders and constituencies 
are demanding immediate and widespread changes 
for Black and Brown students who have historically 
been deprived of quality education. These schools are 
often served by Black school leaders whose profes-
sional experience varies from their White counter-
parts, impacting their ability to serve the populations 
of vulnerable students who need them most. This 
disparity most often results from inadequate school 
funding, which leads to a lack of adequate profes-
sional development for school leaders of color. These 
leaders typically face far more significant challenges 
than their peers in more affluent schools; without 
appropriate professional development, they often 
cannot effectively serve in their roles despite a deep 
commitment to their student’s success.

Statement Of The Problem
Women of color represent an exceedingly small per-
centage of K-12 education leaders, and their experi-
ences are neglected in the education research literature 
(Turner & Kappes, 2009). This is particularly true 
for Afro-Caribbean women principals; there is a very 
limited understanding of how their careers were influ-
enced by mentoring experiences, cultural beliefs, and 
leadership practices. The existing research literature 
has failed to provide a comprehensive framework 
that addresses leadership practices of women of color 
in the principalship, in general, and Afro-Caribbean 
women principals, in specific. These principals’ unique 
experiences often reflect the poverty of their com-
munities and their historical experiences of marginal-
ization and disenfranchisement they share with their 
students. Furthermore, the research literature has not 
adequately addressed how these principals’ leader-
ship practices impact student learning outcomes. The 
research presented here was unique in focusing on how 
Afro-Caribbean women principals’ mentoring experi-
ences, cultural beliefs, and leadership practices support 
teacher development and improve instructional prac-
tices through professional learning communities. Ad-
ditionally, this research explored how cultural beliefs 
transform instructional experiences and support the 
creation of a school culture of continuous improvement 
in student achievement. 

Research Questions
The overarching research question focused on how 
Afro-Caribbean principals lead effective schools that 
yield high performance for students of color. Addi-
tionally, given the critical role these leaders play, this 
research explored the vital functions, experiences, and 
skill sets required for them to perform effectively in 
urban educational settings. Three research questions 
guided this research study:
 1. What are the cultural beliefs held by Afro-
Caribbean women principals that influence their beliefs 
about their effectiveness in the urban schools?
 2. In what ways do the mentoring experiences 
of Afro-Caribbean women principals influence their 
ability to govern schools?
 3. What are the leadership practices of Afro-
Caribbean women principals that foster educational 
excellence in an urban school?

Mentoring Experiences of Afro-Caribbean Women
Principals in an Urban Context

Magalie Exavier Alexis, Ed.D.
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Research Design
This qualitative case study research was centered in 
grounded theory, which creates a conceptual theory 
that takes into account patterns of behavior relevant 
for the participants or subjects of a study (Glaser, 
1978; Glaser & Strauss, 1967). This was an appropri-
ate theoretical foundation given the paucity of schol-
arly research on Afro-Caribbean women principals. 
This research study aimed to create a preliminary 
framework for a conceptual theory based on these 
principals’ cultural perceptions, values, and behaviors. 
Qualitative research offers an opportunity to “hear the 
silenced voices” of a group (Creswell, 2007, p. 40). 
The case study methodology is ideally suited for a 
deep exploration with a narrow research focus; given 
the near absence of research on Afro-Caribbean wom-
en school principals, thick, rich description begins to 
identify what is meaningful for these school leaders 
(Creswell, 2007). Cultural beliefs, lived experiences, 
and mentoring are complex social phenomena ideally 
understood in meaningful ways through case study 
research. Such understanding begins with the experi-
ences and perspectives of the principals themselves, 
aligning well with grounded theory.
Yin (2017) observed that case studies are “a design 
particularly suited to situations in which it is impos-
sible to separate the phenomenon’s variables from 
their context” (p. 38). This speaks to the issue of 
methodological congruence, which is substantiated 
when the philosophical position of the researcher is 
congruent with the research questions and the me-
thodical approach selected. The researcher’s position-
ality provided a set of shared experiences that made it 
more challenging to separate the researcher from the 
research context, but it also allowed her to align what 
the principals in this research study revealed in their 
interviews with the research literature on effective 
school leadership and mentoring. 
Creswell (2018) describes how researchers “collect 
stories from individuals. . . about an individual’s lived 
and told experiences’’ (p. 68). Collected through inter-
views, these stories are often “co-constructed between 
researcher and the participant” (p. 68). The researcher 
not only listened to the participants, but she also en-
gaged in supporting these principals to articulate their 
stories and clarify meaning-making. The focus was 
to extrapolate from the participants’ stories and lived 
experiences how their leadership practices, cultural 
beliefs, and mentoring experiences influenced their 
careers. This study intended to create a new leadership 
lens that considers the efforts and contributions of 
Afro-Caribbean women principals as worthy of focus 
and attention in mainstream literature about school 
leadership. 
This study utilized purposeful sampling to identify po-

tential candidates targeting several school districts with 
a high percentage of Black and Afro-Caribbean women 
principals. All six participants had at least three months 
of experience as inner-city principals and a rating of 
“Effective” on their Principal Performance Review an-
nual evaluation; their school report card had to confirm 
that their school met State standards for being in “good 
standing.” Participants had received three or more 
months of mentoring or wanted to receive mentoring 
support but could not. Before the interviews but after 
agreeing to participate and signing an informed consent 
form, principals completed a demographic survey ask-
ing questions about age, country of origin, education, 
certifications, career trajectory, and mentoring (Sanchez 
& Thornton, 2010). 
An in-depth, semi-structured interview protocol with 14 
open-ended questions was the primary data collection 
methodology (Bogdan & Biklen, 2007). Sixty-minute 
video interviews were recorded and transcribed. Partici-
pants were assigned pseudonyms to protect confidenti-
ality. The semi-structured interviews explored questions 
concerning how the principals’ cultural beliefs impacted 
their roles as Afro-Caribbean women principals, how 
they determined their leadership practices, and how 
their mentoring experiences had influenced their as-
cension to school leadership. Given the complexity of 
cultural beliefs, leadership practices, and mentoring 
experiences, interviews were supported by data gath-
ered using each school’s website and triangulated with 
the interview data (Merriam & Tisdell, 2016).
Interviews were analyzed using what was said (themat-
ic), the nature of the storytelling (structural), the intend-
ed audience (dialogic), or “visual analysis of images or 
interpreting images alongside words” (Creswell, 2018, 
p. 69). The interview transcripts were read and reread 
in search of patterns and trends within and across the 
interviews in order to find common themes, ideas, or 
concepts. Rich and descriptive conversations helped the 
researcher crystallize and summarize relevant informa-
tion that was significant to the participants and support-
ed the researcher in consolidating meaning (Saldana, 
2016). A manual coding system was initially used to 
disaggregate the data. NVivo, a software program, was 
then used to organize, sort, categorize, and synthesize 
responses into common themes, patterns, and com-
monalities and clarify any emerging ideas and gain new 
insight about the data (Jackson & Bazeley, 2019). 
Validity was addressed by triangulating multiple data 
points, having participants verify the findings (i.e., 
member checking), employing peer review, incorporat-
ing a thorough explanation of findings, and identifying 
perception based on lived experiences (Creswell, 2018). 
Reliability was addressed by verifying the contents 
of the transcribed interview notes and having a clear 
understanding of the definitions of the codes for ana-
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lyzing the data. (Creswell, 2018). Additionally, all 
research has the potential for researcher bias; this was 
particularly relevant given the shared lived experi-
ences of the researcher and the participants. However, 
data triangulation, member checking, and peer review 
were expected to minimize this risk. 
 This study was constrained by the small num-
ber of participants and geographical scope, limiting 
generalizability. Additionally, participant perceptions 
may have been influenced by the global pandemic 
and the social environment in the United States as it 
pertained to the Black Lives Matter movement. This 
increased the potential for response bias; in this case, 
participants may have viewed situations more nega-
tively due to the multiple stressors in play in their 
personal and professional lives. 
Research Findings
 The demographic data for the six participants 
interviewed is presented in Table 1. The participants 
were between 31 and 50; all held or were pursuing 
doctoral degrees.

Table 1
Participant Demographics

All six principals held permanent teaching certifica-
tions and some form of supervisory or leadership 
certification. With one exception, the participants had 
experience working as a teacher prior to assuming the 
principalship. Two of the principals were new, having 
served just four months in their position. Only half the 
principals had been assigned mentors, including both 
the new principals. Only four principals were satisfied 
with their jobs, but all would recommend the principal-
ship to other Afro-Caribbean leaders. (See Table 2.)

Table 2
Participant Professional Background
    

 The research questions focused on three 
themes: 1) the influence of Afro-Caribbean culture, 2) 
the influence of mentoring, and 3) leadership prac-
tices. These themes are described below.
 
Influence of Afro-Caribbean Culture
This study investigated the perceptions of six female 
Afro-Caribbean principals around their cultural beliefs 
and how they influenced their effectiveness as prin-
cipals in urban school settings. The findings of this 
study indicated that all six participants believed their 
ethnicity impacted their career experiences. How-
ever, it is essential to note that not all of the partici-
pants could clearly articulate what their heritage was, 
although they were clear their ethnic identity influ-
enced them as educational leaders. Three of the six 
participants identified with African American culture, 
not Afro-Caribbean culture. One participant clearly 
and powerfully articulated her connection to Afro-
Caribbean culture when she discussed the experience 
of growing up in Jamaica and the competitive student 
ranking system. Another principal was clear that her 
identity and leadership were tied to her Afro-Caribbe-
an culture but described it as so deeply embedded that 
she did not think about it. Three participants perceived 
their cultural identity, regardless of whether it was 
defined or not, as positively influencing their careers. 
Participants related stories of being raised in homes 
where education was highly valued, and parents set 
high expectations for academic achievement. Some of 
the participants came from immigrant families, where 
their parents had been unable to earn high school 
diplomas but pushed their daughters to succeed. Par-
ticipants consistently referenced the value of “strict 
discipline” to illustrate how their cultural values 
influenced their leadership style. This was a direct cor-
relation between the participants’ belief systems and 
their cultural heritage. The participants consistently 
mentioned being raised in strict homes with a focus on 
work ethic and discipline.
Participants also frequently referenced family and 
community. They described the love and support they 
received from their families. They were clear that they 
worked proactively to create caring communities for 
students and teachers. Again, this was a direct result of 
their cultural values and heritage. Additionally, creat-
ing cultures that nurture the whole child are created by 
school leaders who inherently value people, families, 
and communities. This finding could potentially influ-
ence principal hiring practices, especially as it pertains 
to equity in education.
The theme of Influence of Afro-Caribbean Culture had 
two sub-themes: 1) Community, Race, and Identity; 
and 2) Valuing Education and Hard Work as a Cultural 
Expectation.
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analyzing the data. (Creswell, 2018). Additionally, all research has the potential for 

researcher bias; this was particularly relevant given the shared lived experiences of the 

researcher and the participants. However, data triangulation, member checking, and 

peer review were expected to minimize this risk.  

 This study was constrained by the small number of participants and geographical 

scope, limiting generalizability. Additionally, participant perceptions may have been 

influenced by the global pandemic and the social environment in the United States as it 

pertained to the Black Lives Matter movement. This increased the potential for response 

bias; in this case, participants may have viewed situations more negatively due to the 

multiple stressors in play in their personal and professional lives.  

Research Findings 

 The demographic data for the six participants interviewed is presented in Table 1. 

The participants were between 31 and 50; all held or were pursuing doctoral degrees. 

Table 1 

Participant Demographics 

Participant Pseudonym Age
Caribbean Island  

of Origin
Highest Degree 

Completed

Dr. Hyacinth Andrews 41-50 Jamaica Doctorate

Lyndi Rose 31-40 Jamaica Pursuing Doctorate

Dr. Lily Victoria 31-40 Guyana Doctorate

Dr. Dahlia Jasmine 41-50 Trinidad/USA Doctorate

Anastacia Fisher 31-40 Jamaica Pursuing Doctorate

Martine Ferdinand, Esq. 41-50 Jamaica, Guyana Juris Doctor
 8

All six principals held permanent teaching certifications and some form of 

supervisory or leadership certification. With one exception, the participants had 

experience working as a teacher prior to assuming the principalship. Two of the 

principals were new, having served just four months in their position. Only half the 

principals had been assigned mentors, including both the new principals. Only four 

principals were satisfied with their jobs, but all would recommend the principalship to 

other Afro-Caribbean leaders. (See Table 2.) 

Table 2 

Participant Professional Background 

 The research questions focused on three themes: 1) the influence of Afro-

Caribbean culture, 2) the influence of mentoring, and 3) leadership practices. These 

themes are described below.  

Influence of Afro-Caribbean Culture 

This study investigated the perceptions of six female Afro-Caribbean principals 

around their cultural beliefs and how they influenced their effectiveness as principals in 

urban school settings. The findings of this study indicated that all six participants 

Participant Pseudonym
Years as 
Teacher

Time as  
Principal

Assigned 
Mentor

Satisfied

Dr. Hyacinth Andrews 20 4 months Yes Yes 

Lyndi Rose 7 3 years Yes No

Dr. Lily Victoria 5 3 years No Yes

Dr. Dahlia Jasmine 13 11 years No No

Anastacia Fisher n/a 4 months No Yes

Martine Ferdinand, Esq. 7 7 years Yes Yes 
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Family, Community, Race, and Identity
For some study participants, their racial identity 
was paramount and viewed as an asset for diversity 
inclusiveness and achievement. This aligns with 
Mongeau (2017, p. 5), who pointed out that “leaders 
who come from the same communities and who share 
the background of our students tend to be particularly 
steadfast in believing that they can achieve at a high 
level.” Dr. Ferdinand defined her perception of the 
relevance of same-race principals, asserting that:
The students who are of Afro-Caribbean descent can 
see a very positive role model. When I reflect on 
my own experience growing up in inner-city public 
schools, it was rare that I saw a teacher who was 
Black. Students who are of my heritage or back-
ground know that there are things I can understand 
about what they are communicating.
Ms. Fisher was cognizant of the importance of being 
in her position, revealing, “My presence in this posi-
tion encourages my scholars to say, ‘Yes, I can.’”
For some, African American and Afro-Caribbean her-
itage and racial identity were less clearly demarcated. 
Dr. Andrews reflected, “I never thought about it that 
way, as being Caribbean. . . for me to be a Black 
principal is more how I focus on my identity, not nec-
essarily of being of Caribbean descent.” Ms. Fisher 
shared, “I was born in Jamaica, West Indies. I arrived 
in the United States when I was about two years old. I 
mostly identify with being African American.” 
For others, culture and heritage were so deeply em-
bedded that it was transparent and unexamined. Dr. 
Jasmine shared, “Honestly, I have never even thought 
about it. It’s just part of my identity.”
The issue of racial and cultural identity is increasing-
ly important as the United States approaches a turn-
ing point where it will no longer be majority White. 
Sanchez et al. (2009) noted that the percentage of 
public-school students “who belong to a racial or eth-
nic minority group increased from 22 percent in 1972 
to 43 percent in 2006, with a corresponding decrease 
from 78 percent to 57 percent in the percentage of 
White students enrolled.” It is crucial for students of 
color to see themselves in their school leadership. 
Sanchez et al. (2009) argued that “minority principals 
can make unique contributions to students’ levels of 
comfort, motivation, and achievement in schools with 
high populations of minorities.”
The participants believed overwhelmingly that being 
African American or Afro-Caribbean women influ-
enced their careers. These Afro-Caribbean principals 
modeled what it means to be a principal of color 
and a woman leader in an urban school. Grogan and 
Shakeshaft (2011) asserted that “women leaders were 
often described as modeling authentic human reac-
tions (p. 84).” Dr. Victoria described how accom-

modations were made on a case-by-case basis to meet 
diverse student needs. For example, she explained that 
if a child needed a nap during the day, school person-
nel provided the time and space to meet that need. 
According to Dean et al. (2009), “The emphasis on the 
value of the community, on its discourse, and even, 
some would argue, on children’s development as a 
social responsibility can be identified as gender-related 
capacities of women leaders” (p. 41). For these women 
leaders of color, gender, race, ethnicity, and culture 
were clearly and inextricably bound in unique ways 
that contributed to the success of their schools. 
Related to issues of race, identity, and community 
was the theme of “trailblazing.” Sanchez et al. (2009) 
advocated that “leadership that represents the cultural 
and ethnic groups that makeup U.S. society is impor-
tant for all students because the world students will 
join as adults is richly diverse.” Ms. Fisher, a special 
education elementary school principal, was the first 
African American principal in her school district. She 
clearly saw the importance of diversity and representa-
tion reported in the research literature, sharing that she 
was “the first Black administrator in my building. Prior 
to my elevation to the principal position, I was the first 
woman administrator and assistant principal in my dis-
trict. I think that representation matters. I believe that 
my student body reflects me.” 
  Dr. Victoria further illustrated this theme of 
race and pioneering, explaining, “I really feel honored 
because, in my previous inner-city position, I was the 
first assistant principal. Then, when I ascended to this 
principal position in this new district, I became the first 
and only school leader of color. It makes me feel like I 
am part of a very special network.” She further re-
flected that she was privileged “to have the opportunity 
to work with families and students who are of Afro-
Caribbean descent.”
Valuing Education and Hard Work as a Cultural Ex-
pectation Buddington (2002) described acculturation 
as “the process by which ethnic and racial groups learn 
and begin to participate in the cultural traditions, val-
ues, beliefs, assumptions, and practices of the domi-
nant or host culture.” However, the process works both 
ways. Half of the study participants were of Jamaican 
ancestry, a group of immigrants that constitutes the 
fourth largest Afro-Caribbean immigrant population 
in New York (AIC, 2020). The participants saw their 
cultural and family origins as part of the identity that 
they brought with them to America. These values were 
deeply embedded in their professional identities and 
leadership practices. 
A robust literature supports these principals’ perspec-
tives that their Afro-Caribbean cultural beliefs encour-
aged student achievement and performance. According 
to Buddington (2002), upward mobility in Jamaica can 

27



  N
EW

 YORK ACADEM
Y    O

F PUBLIC EDUCATIO
N

cipals who had been mentored. As described by these 
principals, the implication here is that mentoring is 
a powerful tool for developing principals as leaders. 
Principals wanted mentoring and those without access 
to formal mentoring sought out alternatives. When 
principals received mentoring, they bring mentoring 
into their school buildings. 
The theme of Influence of Mentoring had two sub-
themes: 1) mentoring relationships and 2) creating cul-
tures of mentoring. These themes are discussed below.
 
Mentoring Relationships
 For more than six decades, the academic litera-
ture has promoted the importance of professional sup-
port and in-depth quality teacher training (Lortie, 1975; 
McCray & Cooper, 2015). Lortie (1975) staunchly 
supported mentoring for both teachers and leaders. 
McCray and Cooper (2015, p. 3) defined mentoring 
as “a dynamic, parallel process, where the mentor and 
mentee both learn and grow as professionals in their 
careers while helping each other.” This study’s leaders 
provided numerous examples highlighting the signifi-
cance of having mentors and how mentoring influenced 
their elevation to school leadership. Two of the six 
participants pointed to mentors who were instrumental 
in their career development. When asked whether men-
tors had influenced her, Dr. Ferdinand replied:
The first principal that I had as a teacher, she helped me 
because she gave me a teaching opportunity. I had stel-
lar academic outcomes. . . This school leader gave me 
many opportunities. That is the role of a mentor. The 
mentor may be privy to professional information and 
thus provide a space for the mentee to focus. Mentors 
have faith in you. My first principal had faith in me.
Dr. Ferdinand clearly illustrated what characterizes a 
good mentor. In her opinion, “a good mentor must have 
emotional intelligence and must be able to provide en-
couragement and know-how to motivate and enable the 
mentee to engage in self-discovery and exploration.” 
When she transitioned to a teacher leadership role as a 
dean of instruction at another school, her second prin-
cipal taught her “to maintain a balance between being 
laser-focused on academics and to remain rigid in the 
way that I looked at instruction.” Both of her mentors 
demonstrated that they were vested in her professional 
growth and development, providing her opportunities 
to flourish. This aligns with Neal et al. (2012), who 
found “mentoring is widely considered a critical com-
ponent to career success. It provides opportunities for 
proteges to gain a broader perspective and learn more 
about their business, as well as to network and build 
social capital” (p. 3). 

be achieved either through education or intermarriage 
with a member of a wealthier class. Consequently, 
“achievement is emphasized, and education is valued 
as an end, not as a goal in and of itself “ (p. 450). Con-
tributing to success is an understanding of hard work 
learned from the British. The great value placed on 
diligence has engendered the work ethic of Jamaican 
immigrants. 
Principals consistently spoke to the Afro-Caribbean 
value of educational achievement and hard work. 
Participants described themselves as school leaders 
with solid work ethics. Dr. Andrews revealed that 
“hard work and perseverance are expectations for both 
my teachers and scholars. As the principal, I have 
transferred my beliefs and values to my building and 
the way it is governed. I value order, hard work, and 
perseverance.”

Influence of Mentoring
The literature indicates that principals who are men-
tored typically have positive mentoring relationships 
and an increased likelihood of professional success 
(Mitgang et al., 2013). Only half of the participants 
were assigned mentors. One principal had organized 
informal mentoring in the absence of formal mentor-
ing; she spoke eloquently about how she perceived 
mentoring would have supported her as she transi-
tioned into the principalship. 
The three principals who were assigned mentors all 
emphasized how mentoring helped them develop 
as leaders. There were commonalities in the experi-
ences of two of the participants who had mentors 
and how those mentoring relationships attributed to 
their advancement in school leadership. One principal 
elaborated on the vital role that her mentor played in 
her roles as both a teacher and a school leader. She 
received expert guidance and opportunities, which 
she believed gave her greater success in her role as 
an educational leader. A veteran principal described 
how the mentoring support she received as an assistant 
principal cultivated her growth and helped her create 
positive educational structures in her building. 
The three principals who were assigned mentors also 
described how mentoring transmitted and supported 
values. Mentors significantly influenced principals in 
learning to balance people and outcomes. This value 
transfer was powerful and consistent with the values 
stemming from the principal’s Afro-Caribbean heri-
tage. 
These principals also described how being mentored 
helped them in creating models for mentoring in their 
schools. Mentoring created a ripple effect of mentor-
ing passed along to teachers who worked with prin-
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Creating Cultures of Mentoring
Research by Thiry and Laursen (2011) “found that 
mentors provided professional socialization by help-
ing mentees learn disciplinary knowledge and skills, 
setting and aligning expectations, and modeling 
behaviors and norms.” What was notable for these 
Afro-Caribbean principals was how deeply it influ-
enced them as leaders and how it influenced their 
building and district leadership. There was a clear 
pattern of mentoring, creating expanding circles of 
mentoring. Ms. Victoria explained, “They can now 
see someone who is moving through the ranks that 
represents them ethnically and culturally.” Ms. Fisher 
expressed the importance of supporting other women 
of color, stating:
For the families in my school, my presence represents 
the fact that women can lead. But most importantly, 
women of color can govern. It also means that I must 
open the door to elevate other women of color. En-
couraging people who look like me and see me as a 
role model and say that the work can be done.
This is increasingly important as more women enter 
the principalship. Grissom et al. (2021) reported that 
women represented just 25% of principals in 1988 
but 54% in 2016 (p. 17). However, this rise in women 
principals has not been equitable, with the number 
of Black principals consistently hovering between 
9% and 11% (p. 17). Women principals, particu-
larly women principals of color, need mentoring by 
trailblazers who look like them and guide them into 
educational leadership. This is consistent with the 
literature, which contends that “mentoring provides 
constant and current professional development for 
both novice and veteran principals” (Hernandez & 
Menchaca, 2011, p. 73). 
Additionally, educational leadership research has 
been chiefly “conducted by men and focused on 
male leaders. As a result, male behaviors and char-
acteristics in leadership roles have been the standard 
against which women leaders are assessed” (Dunn et 
al., 2014). The principals in this study demonstrated 
a commitment to continuing education for students, 
teachers, and themselves. These women, as lead-
ers, modeled the importance of obtaining advanced 
degrees. Many master’s programs and all doctoral 
programs require research. Given women of color’s 
experiences, they are more likely to focus doctoral 
research on issues of equity and women in leadership. 
Leadership Practices
The leadership practices of Afro-Caribbean women 
principals were grounded in a view that all students 
must attain educational excellence to be successful in 
the global economy. Traditional roles for educational 
leaders have radically changed to address the edu-
cational excellence of all students. These principals 
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focused on student-centered learning, which was con-
sistent with their cultural values of family and com-
munity. They emphasized the importance of getting 
to know students as individuals and adapting teach-
ing and learning to accommodate students’ needs. 
They also valued getting to know and supporting the 
families of the students in their schools. This study’s 
leaders provided examples of how they adjusted the 
school-wide schedules to address student academic 
needs.
Related to student-centered learning, these principals 
brought a passion for learning. Again, this was con-
sistent with their cultural beliefs of valuing educa-
tion. They implemented workshop models, promoted 
student engagement and student-led activities, inspir-
ing success for all. Finally, they promoted professional 
development for themselves and the teachers in their 
buildings. Again, this was consistent with their heri-
tage of valuing education, including lifelong learning 
and self-improvement. They visited classrooms, sup-
ported teachers, and encouraged student involvement 
to enhance instructional leadership practices. The 
implication here is that educational leaders who focus 
on the whole person, for students and teachers, while 
promoting a culture of learning and excellence make 
exceptional principals. In an era where accountability 
is often the predominant focus in the principalship, 
districts would be well-advised to consider the human 
factors involved in student academic success equally. 
The theme of leadership practices had two sub-
themes: 1) school leadership and 2) academic excel-
lence and student achievement. These are described 
below. 
School Leadership
Public schools across the nation have seen a dra-
matic increase in students of color, mirroring societal 
changes in demographics in general. The U.S. Su-
preme Court case Milliken v. Bradley clearly states 
that “while the public education system is becoming 
increasingly diverse, it is also increasingly segregated 
and unequal” (Wells et al., 2016). This “browning” 
of America requires culturally responsive shifts in 
how we teach and lead in public schools. Wells et al. 
(2016) argued that the critical influence of principals 
suggests “the need for renewed attention to strategies 
for cultivating, selecting, preparing, and supporting a 
high-quality principal workforce” (p. xvii). 
The principals in this study were deeply committed to 
their success, motivated by the potential to impact the 
outcomes for vulnerable, marginalized children. Most 
of the study participants held views about leadership 
and educational excellence that correlate with the 
literature. Buddington (2002) pointed out that college-
educated immigrants are often raised to believe that 
education will lead to professional success. This was 
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clearly demonstrated by the commitment to and evi-
dent pride these six principals took in their success.
Grissom et al. (2021) argued, “Principals’ ability to 
both develop and demonstrate a sense of caring for 
the teachers in the building can be a factor in positive 
relationship development (p. 56). Louis et al. (2016) 
highlight the importance of caring, noting that “caring 
principal leadership is associated with increased stu-
dent support and teachers’ sense of collective respon-
sibility. 
Furthermore, Hollingworth et al. (2017) found that 
successful principals communicate purposefully and 
engage in effective communication to build shared 
expectations, predicting teacher satisfaction, cohesion, 
and commitment to the school. Communication is 
also essential between school and home. Dr. Victoria 
focused on family and community communication 
using Class Dojo to improve communication. Class 
Dojo’s use as a communication tool between home 
and school promotes “effective communication with 
families and caregivers to increase parental involve-
ment, which is associated with higher levels of student 
achievement. (Gordon & Louis 2009, p. 56).
Academic Excellence and Student Achievement 
Principals are now expected to be instructional leaders 
who create conditions and procedures that substantial-
ly improve student performance despite the increasing 
diversity of learning needs. Sanchez et al. (2009) sum 
up the challenges for today’s principals: 
As the consensus has moved to the view that all stu-
dents must attain excellence to compete in a global 
economy, traditional roles for educators have shifted. 
None has shifted more than the role of the principal. 
We now expect principals to be instructional leaders 
who create conditions and processes that significantly 
improve student achievement.
This study’s leaders provided examples of how they 
have adjusted their schoolwide programming to ad-
dress student academic needs. 
Dr. Jasmine shared that “when students come to me, 
we try to ensure, regardless of what their high school 
standing is, we try to get them that General Education 
Diploma.” Dr. Andrews explained
When I started visiting classrooms and seeing what 
was happening, I decided to use the workshop model 
to help teachers reduce the speech in the lesson flow. 
I introduced the “I Do, We Do, You Do” in using the 
workshop model. Well, I do envision less of the talk 
and chalk: more student engagement and student-led 
activities.
Furthermore, Egalite et al. (2015) noted the represen-
tation gap in public schools, noting mounting evidence 
that “teachers of color hold higher expectations of stu-
dents of color and better serve their educational need 
on multiple dimensions.” The findings of this study 

support this. In response to the question about what it 
means to be an Afro-Caribbean principal, Dr. Ferdinand 
shared a story of one of her students who was having a 
hard time academically with literacy. “I knew her father, 
and I knew the challenges that the child was experienc-
ing with the patois, the dialect of Jamaican, because 
we must distinguish standard academic English and the 
native dialect.”
 Conclusion
This study focused on six Afro-Caribbean women prin-
cipals who shared their perceptions of what it means to 
be an Afro-Caribbean leader in urban education. Two of 
these principals were new to their positions; only one 
received formal mentoring to ensure her professional 
success. Four of the principals had earned doctoral 
degrees, and two were ambitiously pursuing doctoral 
degrees to become experts in their field. This focus on 
professional development directly resulted from their 
cultural heritage, which placed a high value on educa-
tion, achievement, and success. In 2016, 18% of Black 
principals had doctoral degrees compared to 11% for 
Hispanic principals and 6% for Asian principals (Gris-
som et al., 2021). 
The current racial and social climate in the United 
States regarding inequity, student learning loss, and ac-
countability warrants a reimagination of school leader-
ship. A research study by Dorn et al. (2020) on the ef-
fects of the global pandemic suggests “disproportionate 
learning losses for these [minority] students compound-
ing existing gaps” and higher dropout rates, widening 
the persistent achievement gap for Black and Hispanic 
students” (p. 2). The magnitude of learning loss will be 
most significant among students of color (Dorn et al. 
2020), making this issue deserving of immediate atten-
tion and a multi-prong approach that includes intention-
al investment in principal preparation programs. School 
districts throughout the nation should focus on mentor-
ing as a viable option for nurturing and skill-building 
for the next generation of education leaders.
This study revealed the crucial roles that cultural be-
liefs, mentoring, and leadership practices play in devel-
oping and implementing mentoring and leadership pro-
grams. This suggests that school districts should design 
formal mentoring programs focused on Afro-Caribbean 
women school leaders, encouraging them to enter the 
principalship. These women bring a firm grounding in 
the value of education and the tools to encourage excel-
lence among students, teachers, families, and communi-
ties. This notion is supported in the literature; Tillman 
(2011) discusses race and gender-specific mentoring 
to encourage inclusivity of all ethnic groups. Former 
superintendent Beverly L. Hall, an Afro-Caribbean 
women leader herself, argued (Grogan & Shakeshaft, 
2011):
When I think of myself and other women who are 
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leading districts and schools that are making dramatic 
gains, I see leaders who are effective educational lead-
ers who happen to be women; I see leaders who are 
effective in part because we are women. 
Baylor (2014) asserted that “culturally relevant peda-
gogy recommends that students be provided environ-
ments that affirm their cultural identity, allow them to 
develop academically, and stimulate dialogue that sup-
ports a critical consciousness” (p. 123). The principals 
in this study were crystal clear about the importance of 
representation in education in general and educational 
leadership in particular. 
These Afro-Caribbean leaders faced many challenges 
in their districts. Many of the participants believed that 
mentoring support and academic degrees were vital to 
ensure their growth and development. To better sup-
port increasingly racially diverse student populations, 
school districts across America must take intentional 
steps to recruit principals of Afro-Caribbean descent. 
Mentoring programs should be developed to support 
women leaders’ advancement in education, especially 
women of color. The mentoring process is a viable 
and proven approach to ensure the development and 
advancement of minority school leaders. This study 
revealed that Afro-Caribbean women leaders bring a 
strong dedication to education, infused by their cultur-
al beliefs. This study realized that participants became 
better leaders as they increased their education and 
received support through mentoring. 
The research participants consistently noted that, 
throughout their careers, they had been the only per-
son of color in their districts, making mentorship all 
the more critical. Dr. Beverly Hall noted, “As a super-
intendent, I’ve had to do without much peer-to-peer 
mentoring because not many other women superin-
tendents serving large urban districts have existed, 
particularly women of color” (Grogan & Shakeshaft, 
2011, p. ix.). This study confirmed a shared experi-
ence and appreciation for mentorship among Afro-
Caribbean women principals, as well as a desire to pay 
it forward. Dr. Hall espoused this ethic of “lift as you 
rise,” noting that she spends “a great deal of my time 
mentoring new and aspiring superintendents now, in 
hopes that I can make it a little easier for women who 
come after me” (Grogan & Shakeshaft, 2011, p. ix.).
Consistent with the Afro-Caribbean leaders in this 
study, Dr. Hall continued to underscore the expecta-
tions for academic success for students of color, stat-
ing, “My personal drive to do what is best for children 
and to prove without a doubt that all children, regard-

less of who their parents are or where they grow up, 
can achieve at high levels. This is absolutely tied up 
with my history as a young girl in Jamaica” (Grogan & 
Shakeshaft, 2011, p. ix).
These general observations lead to six specific recom-
mendations for practice in urban school districts. The 
first four recommendations focus on the leadership 
pipeline to prepare and position Afro-Caribbean wom-
en for the principalship. The final two recommenda-
tions focus on leveraging the talents and cultural values 
of Afro-Caribbean women leaders. 
First, schools, districts, and communities should en-
courage Afro-Caribbean high school women students 
to pursue careers in educational leadership. Second, 
colleges and universities should create graduate pro-
grams that educate, develop, and mentor Afro-Carib-
bean women school leaders. Third, districts should 
provide incentives for minority graduate students with 
social science qualifications to enroll in specialized 
leadership programs. Fourth, districts should conduct 
national recruitment efforts to increase the percentage 
of Afro-Caribbean women school leaders that work 
within inner-city schools. 
Fifth, districts should create an action plan focused on 
vital mentorship programs for Afro-Caribbean women 
school leaders. This would support these women lead-
ers in their growth, improve retention, and better serve 
inner-city students of Afro-Caribbean descent. Sixth, 
and finally, districts should implement a database of 
exceptional practices used by Afro-Caribbean women 
school leaders constructed by educational foundations 
and cultural organizations. This information should be 
shared with universities and school districts.
The work in this study built upon the existing research 
literature, focusing primarily on Afro-Caribbean 
women principals. The researcher hopes that this study 
has effectively expanded the body of knowledge about 
educational leadership and the contributions of Afro-
Caribbean women principals who serve across this 
nation as champions for children. She hopes it serves 
as an inspiration for Afro-Caribbean students, teachers, 
and staff to aspire to leadership. She hope is serves as a 
call to action for district and state leaders to intention-
ally cultivate a leadership pipeline for other high-po-
tential future leaders. What’s at stake is whether current 
and future students of color, especially African Ameri-
can and Afro-Caribbean students, grow up surrounded 
by positive role models who deeply care about their 
success and work to help these children reach their full 
human potential. 
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Abstract
 Technology has been the highlight of the 21st 
century, and its rapid advancement has undeniably 
changed the world we live in today. The field has 
been saturated by digital applications (apps) such as 
Facetime, WhatsApp, GroupMe, and a plethora of 
educational apps such as Math Series, The Elements, 
and History Tools. Additional apps have magnified in 
popularity since the world moved to virtual learning 
during the COVID-19 pandemic which devastated the 
global economy and shut down in person education 
systems around the globe. Google Classroom from 
G-Suite for Education was immediately embraced to 
facilitate the educational process allowing students 
and teachers to continue communication and engage-
ment during the unprecedented COVID-19 global 
pandemic.  According to (Vynck & Bergen, 2020), 
Google Classroom has double the active users since 
March 2020, with approximately 100 million users 
worldwide to date. Google Classroom’s video confer-
ence application Meet is being used 25 times more 
than it was in January of 2020, with a total of 120 
million users, up from 90 million in 2019 (Vynck & 
Bergen, 2020). The purpose of this study was to ex-
plore the experiences of teachers using Google Class-
room during the COVID-19 pandemic. There were 14 
participants from urban and suburban schools in the 
state of New York, 11 females and 3 males ages 27 
through 61, with diverse race and ethnic backgrounds. 
They taught grades K through 12, diverse student 
populations, and most held a master’s degree. Using 
a phenomenological approach, the researcher inter-
viewed each participant on the Zoom platform, en-
gaging them with open ended questions to share their 
perceptions of virtual teaching. The study analysis 
revealed six themes which were: The Pros and Cons 
of Remote Teaching; Cameras and Engagement; “Sink 
or Swim”: Professional Development to Teach Re-
motely; I am Not a Techie, But I am Learning; Stress 
and Disconnect; and Education after COVID-19. This 
study provides district and school leaders with invalu-
able information on teacher support and development, 
parent engagement, closing the digital divide, and the 
need for social emotional support to address a public 
health crisis for all to have a healthy mindset moving 
beyond the COVID-19 pandemic.
 

Introduction
 As we zoom through the 21st century in a tech-
nologically advanced world that is saturated with tons 
of applications (apps) such as Facetime, WhatsApp, 
GroupMe, and a plethora of educational apps such 
as Math Series, The Elements, and HistoryTools, and 
most important since the pandemic, Google Classroom, 
we are faced with the challenge of incorporating new 
literacies and multimodalities into all facets of daily 
living and specifically into teaching and learning. With 
the inclusions of multiliteracy platforms, the concept 
of traditional literacy has evolved, and therefore educa-
tors must change how instruction is delivered (Leu et 
al., 2013). The art of teaching and learning must now 
involve integration of internet tools and technological 
resources that are needed in schools. There is a need to 
provide training for school administrators and teach-
ers to adopt to the changing roles in the new literacy 
schools. Students also need to be provided with the 
tools necessary to conduct internet research effectively 
and successfully. Some of these skills include the 
teaching of close reading on the internet and how to 
draw inferences from internet sources and links (Leu et 
al., 2013). Invaluable information is being presented in 
digital text formats and some media outlets have gone 
green by discontinuing the printed paper versions of 
their publications. 
  The standard expectation for 21st century 
citizens now involves being able to communicate, col-
laborate, create, and think critically as shown through 
the Common Core State Standards (2010). Therefore, 
technology and literacy is expected to be integrated in 
the curriculum across content areas to meet these new 
world transformations. It is a fact that technology is 
constantly changing, and researchers are having a dif-
ficult time assessing the effectiveness of the latest tech-
nology, because there is always a new and improved 
program on the horizon (Roberts et al., 2012). Another 
goal of the Common Core State Standards (2010) was 
to have aligned standards in English language arts and 
mathematics curriculum for kindergarten through grade 
12 across the United States. The standards were updat-
ed in 2016, to include other subject areas such as social 
studies and a focus on digital literacy. Common Core 
State Standards (2016) have been adopted by 42 states, 
with Indiana, Nebraska, Oklahoma, South Carolina, 
Texas, and Virginia, not participating and Michigan 
only using the English language arts standards. College 
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and career readiness has been emphasized and there 
is an increased focus on technology standards as new 
literacies and multimodal platforms are introduced into 
classrooms. 
This focus on technology has advanced an increase in 
technological tools in the education sector, which has 
prompted technology giants, to expand enormously 
with several tools and resources for education. In ef-
fort to support this goal in the United States, Google 
also introduced Google Chrome and supplied specific 
schools with its Chromebook laptops, which is oper-
ated by the Google Chrome operating system and in-
cludes pre-installed apps such as Gmail, Docs, Slides, 
and Google Drive. Google Classroom was gaining 
popularity across the United states and according to 
Futuresource (2017), Google dominated 60 percent of 
the market for education computers. Prior to the CO-
VID-19, pandemic Google Classroom reported hav-
ing approximately 30 million users worldwide since 
2014 but has reported over 100 million global users 
since March 2020. Google Classroom’s video confer-
ence tool known as Meet, has seen its usership rise 
to over 120 million since COVID-19 (Futuresource, 
2020). Teachers, students, parents, and other educators 
worldwide have turned to G-Suite for education utiliz-
ing the Docs, Gmail, Goobric, Doctopus, Slides, and 
Drive which are all apps in Google Classroom. Google 
is experiencing enormous success with the Google 
Classroom app, because it is user friendly, free, and 
does much better than competitors such as Canvas and 
Edmodo (De Vynck & Bergen, 2020). With the recent 
surge in usership of Google Classroom and a gap in 
the literature on teaching with the application, this 
study sought to gain a deeper understanding of teacher 
experiences with teaching with Google Classroom dur-
ing the COVID-19 pandemic. 

Significance of the Study
It is more transparent today than ever before the 
COVID-19 pandemic, that the face of education has 
been changed to include new literacies and multi-
modalities in the delivery of instruction and the way 
students learn. The integration of internet tools and 
technological resources needed in society are now 
needed in schools, and Google Classroom is the cho-
sen platform for the majority during this time (Leu et 
al., 2013; Google Classroom, 2020). There has  been a 
concern that the potential of technology has not been 
realized and there is a need for deeper exploration. 
Although the widespread use of technology has gen-
erated research interest, there is still a gap that needs 
to be addressed in the area, specifically surrounding 
the Google Classroom platform, a tool that was estab-
lished in 2014. 

There are limited studies on teacher use, effectiveness, 
and student engagement with the tool. The platform 
offers a vast range of teaching and learning resources 
and provides accommodations for activities such as the 
teaching of close reading on the internet and how to 
draw inferences from internet sources and educational 
application links. Many teachers and administrators 
embraced Google Classroom as the platform of choice 
for remote teaching and learning during the COVID-19 
pandemic (Google Classroom, 2020). Google Class-
room is a free application made at no cost by Google 
for Education, and is available to teachers, and students. 
This is now being adopted and widely used by all types 
of school districts, since it is affordable and accessible 
to those with limited budget. The findings from this 
study will provide some evidence to administrators, 
teachers, students, and parents, on how efficient and 
necessary Google Classroom is in promoting digital 
literacy and instructional outcomes. It has features 
which assist in the fostering of 21st century skills such 
as collaboration, communication, creativity, and critical 
thinking (CCSS, 2016). 
The anticipated goal upon the completion of this study, 
was that the results of the analysis would present new 
information to educators, parents, and students. This 
data was to be based on the use of Google Classroom 
and any new instructional outcomes revealed from the 
teachers’ experience with the application. The 21st 
century requires a range of digital and technological 
skills which in turn calls for teachers to prepare students 
for the new work environment which is vastly different 
from just a few years gone by. Students will need to be 
engaged and adequately prepared with effective teach-
ing strategies which promote communication, collabo-
ration, creativity, and critical thinking (CCSS, 2010; 
CCSS, 2016). Thus, it will be necessary for teachers 
to have the appropriate professional development and 
exposure to effectively administer digital platforms to 
support their instructional delivery to learners in the 
classroom and beyond. 
According to a 2018 report from The Economist In-
telligence Unit, school districts will need to allocate 
substantial budgets for teachers to have the training, 
proper resources, and necessary hardware and software 
to orchestrate their craft. Leu’s (2013) theories of new 
literacies predictions of schools incorporating technol-
ogy in the classroom in the 21st century, would support 
this aspiration. Based on these studies, policy makers 
will need to ensure that the need to have internet access 
in instruction is viable to all schools, to have a leveled 
field in the global competition (Leu, 2013). Budgetary 
constraints cannot continue to remain as a significant 
barrier between improving teaching strategies with the 
integration of technology and having the required tech-
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nologies (The Economist Intelligence Unit, 2018).
It was anticipated that some findings from the study 
would illustrate that teachers who were appropriately 
trained to deliver lessons with the Google Classroom 
application, will experience some success in students’ 
engagement and overall appreciation for learning. 
Furthermore, there was a potential for the study to fill 
a gap in the literature by unveiling how technology 
in general have been changing the way teachers teach 
and how students are learning in the 21st century. 
Communication is evolving on different modalities, it 
is no longer limited to passing a note in class, or send-
ing an email, now there is the possibility of texting, 
“Insta” messages, or posting in the chat during a dis-
cussion on a Meet or Zoom call. Teachers now have 
the options of engaging students with applications 
such as LiveBinders and Google Docs for real time 
collaboration, and allows them to post videos, and 
make direct comments (Google Classroom, 2020). 
Interactive textbooks which are web-based sites 
containing materials, videos, assessments, and subject 
area content have emerged, and are becoming more 
prominent on educational platform such as Edmodo 
and Google Classroom (Dooley et al., 2016). De-
vices such as the Chromebook and iPad have boomed 
in popularity more than ever before and classroom 
research has extended beyond just going to the li-
brary, and the new literacies and modalities are being 
employed to drive 21st century teaching and learning 
(Guo & Woulfin, 2016). This information is of value 
to educators, as well as the public, considering the 
recent major shift in education since the COVID-19 
pandemic. However, there is a need for further explo-
ration since the available studies only include a small 
number of participants and no phenomenological 
studies on the topic (Brown & Hocutt, 2015).  There 
is also an urgent need to understand the dynamics of 
virtual teaching and remote learning during the novel 
COVID-19 pandemic.

Research Questions
The present study examined the overarching research 
questions:
1)  How do teachers describe their experiences of 
teaching with Google Classroom during COVID-19?
2) How have teachers’ perspectives of digital literacy 
changed since the COVID-19   pandemic?

 The following sub-questions were explored:
1) How has teaching practice changed since teachers 
began using Google Classroom during the COVID-19 
pandemic?
 2) How do teachers report supporting their students 
in the new online learning environment?

 3)  How do teachers report students’ engagement and 
collaboration being maximized in Google Classroom 
discussions?
 4)  How do teachers report constructing a sense of 
community in a remote/virtual/online learning environment?
 5)  How do teachers report developing new skills to 
maximize lessons delivered via Google Classroom?
 6) How do teachers report communicating and collabo-
rating with other teachers, parents, and educators via 
Google Classroom?
 7) What do teachers report about using other forms of 
technology in conjunction with Google Classroom?
 8) How do teachers report their experience of internet 
connectivity issues and that of their students?

Research Design and Analysis
Creswell (2013) posited that researchers use qualita-
tive research as the method to when an exploration is 
needed to dissect a problem. It is highlighted that a 
phenomenological design is best when the researcher is 
interested in discovering the meaning of shared experi-
ences. According to Moustakas (1994), a transcenden-
tal-phenomenological approach enables the researcher 
to avoid prejudice and limits the researcher’s bias. This 
allows for an open approach to understanding the lived 
experiences and to view the data from a fresh perspec-
tive. The process of bracketing was used, to ensure that 
the researcher took note of any preconceptions, and pre-
suppositions, in order to rule them out (Creswell, 2013). 
This study embarked upon the process of a qualitative 
design within a phenomenological approach which 
allowed the researcher to focus on teacher perceptions 
of teaching with the Google Classroom app during the 
COVID-19 pandemic. It involved the authentic lived 
experience of 14 teachers who were the participants 
who spoke directly to their personal experiences of 
teaching with the Google Classroom application. Semi-
structured open-ended questions were asked during 
individually scheduled Zoom interviews which aver-
aged from 43 minutes to an hour and 20 minutes. The 
participants were given the option of choosing between 
Zoom and Cisco WebEx platform for their interviews, 
however they all chose Zoom as their preferred plat-
form. All interviews, except one, were conducted with 
both the researcher and the participants cameras on and 
audio-video recorded. The one interview which did not 
capture the video of the participant, experienced some 
technical challenges on the participant side. The virtual 
interviews were conducted throughout the month of 
November and December 2020. The goal of the study 
was to bring to life the experience of the participants 
through the phenomenological study “restorying” 
(retelling) the experience using the three- dimensional 
design. The three-dimensional space approach which is 
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based on Clandinin and Connelly’s (2002) approach 
was utilized for this study. This approach is concen-
trated on personal and social connection to people, 
and their experiences. Through the virtual interviews, 
the participants shared their personal experiences 
with the researcher.  They highlighted their accounts 
of utilizing Google Classroom for their remote teach-
ing during the COVID-19 pandemic and how their 
pedagogical practices have changed since they began 
virtual teaching on the platform. 

Sample 
The study included 14 teachers from different school 
districts within New York State. The researcher 
aimed to access teachers from different geographical 
locations within New York State, specifically cities, 
suburban, and rural areas within the state. To support 
recruitment of teachers, the researcher contacted sev-
eral school administrators. The administrators shared 
the recruitment flyer with the teachers. The recruit-
ment flyer was also posted on a few personal accounts 
on the social media platforms Instagram, WhatsApp, 
and GroupMe, which alerted individuals, groups, and 
other entities of the intended study. The researcher 
also wanted to access a sample of teachers with dif-
ferent range of years of teaching experience and time 
spent using the Google Classroom app. 
All 14 participants represented expertise in various 
subject areas which included, mathematics, science, 
English language arts, social studies, and special 
education. They represented a span of experience 
teaching on different grade levels from kindergarten 
through grade 12. Their student populations served 
included a diverse range of students from struggling 
readers and writers, English language learners, special 
education, general education students, gifted and tal-
ented students, and advance placement students. The 
researcher utilized intentional sampling and aimed to 
achieve maximum variation in the sample by choos-
ing teachers from the various backgrounds mentioned. 
After initial contact via email, each participant re-
ceived the Teacher Consent Form, which provided 
the teachers with the protocols of the study and 
secured their written permission prior to collecting 
any data from them. A Recruitment Flyer was used 
to announce the study and was posted on Instagram, 
GroupMe, and WhatsApp social media accounts 
utilized by the researcher. The recruitment flyer was 
also shared via snowball sampling by participants 
within the study. The final sample included ten urban 
teachers, four suburban teachers, but no rural teachers 
participated in the study although they were recruited.

Summary of Findings
 The study was conducted virtually on the Zoom 
application platform, and the participants included 14 
grades Kindergarten through grade 12 teachers, who 
utilized the platform to teach their classrooms dur-
ing the COVID-19 pandemic. Due to the timing of 
the study at one of the most unprecedented times, no 
in-person interviews were allowed to take place. The 
researcher and the participants needed to adhere to the 
social distancing guidelines for COVID-19 that were 
set by the Center of Disease Control and Prevention. 
The participants shared their lived experiences which 
were organized into six themes: (1) the pros and cons 
of teaching remotely with the Google Classroom ap-
plication; (2) the usage of cameras and the effects on 
students’ engagement; (3) sink or swim depends on 
support and professional development; (4) the fact that 
they were not well-versed in all the new technology ap-
plications, but they were willing to learn; (5) the stress 
and disconnect of the remote school environment; and 
(6) their thoughts on what’s to come for education after 
the COVID-19 pandemic.
 
Interpretation of Findings
The two overarching questions guiding the study asked:
1)  How do teachers describe their experiences of teach-
ing with Google Classroom during COVID-19?
2)  How have teachers’ perspectives of digital literacy 
changed since the COVID-19 pandemic?
Each of the 14 participants shared pros and cons or 
positives and negatives in utilizing Google Classroom 
to teach during the pandemic. All participants reported 
that the application was very efficient, user friendly, and 
an excellent management and organization tool, even to 
those who were using it for the first time. Many partici-
pants complained about the glitch of students’ having 
the ability to submit work, which was blank, but it was 
stamped as “turned in.” The common scrutiny amongst 
most of the high school and middle school participants, 
was that their students were “turning in” blank work to 
appease or convince parents that they were doing the 
assignments. A major shared perception amongst all 
participants on using a digital platform was that it was 
extremely challenging and couldn’t replace the social 
interaction and human connection experienced in a 
traditional classroom setting. They accepted the real-
ity that they had to teach remotely or teach in learning 
pods for in-person learning, due to the stipulation of 
the pandemic by New York state and the requirements 
to open and close schools at sporadic times to “flatten 
the curve.” However, no participant believe that fully 
remote teaching was the ideal long term-way to educate 
students.
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Changes in Their Practice Due to Remote Teaching
The participants shared the experience of how their 
teaching practice changed since they began using 
Google Classroom during the COVID-19 pandemic. 
Answers to this question formulated theme one, the 
pros and cons of teaching remotely. They all reported 
their appreciation of the platform allowing students 
to work asynchronously but were concerned about 
students who did not have the motivation, discipline, 
or even the digital resources to access the platform to 
participate in remote learning. A few of the teachers 
had prior experience, and their transition to the virtual 
application was seamless, versus those who were 
completely new to Google Classroom and had never 
had much exposure to technology in their classroom 
practice. A few of the participants embraced the plat-
form and believed that their students will benefit and 
be prepared for college by using this type of platform 
since it is like Blackboard which is used in higher 
education settings. They believe that the application 
offered students and staff opportunities to collaborate 
and work on documents, and it provided a lot of trans-
parency for teachers, students, and parents. 
   
Supporting Students in an Online Environment
The participants reported on supporting their stu-
dents in the new online learning environment was 
formulated from theme one (Pros and cons of remote 
teaching), theme two (Cameras and engagement), 
and theme five (Stress and disconnect). The partici-
pants focused on theme one as listed in the above 
paragraph. Many participants shared the same senti-
ments in theme two, they perceived that students who 
had their cameras on during the synchronous les-
sons, experience more success in the remote learning 
environment. Participants reported that they felt more 
connection from students who had their cameras on, 
and some of them reported the breakout room as an 
effective tool to support small group of learners dur-
ing the direct teaching sessions.

Students’ Engagement and Collaboration Maxi-
mized in Remote Teaching
The participants reports of maximizing students’ 
engagement and collaboration in Google Classroom 
discussions evolved from themes one and two. Some 
participants such as Simone, Gregory, and Gabrielle 
shared the same experience of being able to see stu-
dent’s active engagement in various applications such 
as Nearpod and Pearpod which works in G-Suite. 
They also reported using the time stamp to track 
students’ asynchronous assignments. However, again 
they needed to examine the submission to ensure that 
it was completed prior to grading. The participants 
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shared the appreciation of Google Docs collaboration 
feature which allows for the exchange of ideas and 
working together. Some reported Jamboard and Padlet 
as apps that were high on students’ engagement.
Constructing a Sense of Community in Virtual Learning 
Environment 
Theme two (Cameras and engagement) and theme four 
(“I am not really a techie, but I am learning”) highlight-
ed the participants’ perspectives on constructing a sense 
of community in a remote/virtual/online environment. 
The participants perceived that being able to see their 
students, and their students being able to see each other 
on the virtual screen, offered a better sense of commu-
nity building in the remote learning environment. They 
did not find it effective to look at little “black boxes” 
on Zoom or Google Meet. Even though they needed to 
look at the participants list to call on their students in a 
full remote class, they reported a better sense of con-
nection. Many participants such as Troy, Reese, Ann, 
and Gabrielle, perceived the breakout room as a safe 
space for students to engage in small group discussions 
or to have one-to-one conversations with students in a 
larger class to help them clarify the lesson.
Teachers Developing New Skills Teaching Remotely
Theme three (“Sink or swim”: Professional develop-
ment to teach remotely) focused on teachers’ percep-
tion of developing new skills to maximize their lessons 
delivered via Google Classroom. The participants 
reported receiving various levels of support from their 
school districts, school administration, colleagues, and 
self-support. All participants completed a demographic 
survey answering the questions: (1) Have you received 
any training on the Google Classroom platform?; and 
(2) How would you rate your experience teaching with 
Google Classroom? All participants shared the percep-
tion of growth in their level of mastery and new skills 
in Google Classroom, although a couple reported that 
they are still learning. Table 1 below 
illustrates how each participant self-rated on the questions.

Classroom? All participants shared the perception of growth in their level of mastery and new 

skills in Google Classroom, although a couple reported that they are still learning. Table 1 below  

illustrates how each participant self-rated on the questions. 

Table 1. Participants' Demographic Information 

No. Participant Grade 
Level(s) Subject Area Location

Self-reported 
Google Classroom 

rating

Have you been 
participating in 

Google Classroom PD?

1 Samantha K-3
Math, Science, 

ELA, Social Studies Suburban Developing Yes

2 Simone 6-8 Social Studies Urban Developing No

3 Lisa 3-5
Math, Science, 

ELA, Social Studies Urban Developing Yes, some

4 Troy 9-12 ELA Urban Intermediate Only very basic usage

5 Anna 6-8
Math, Special 

Education (SpEd) Urban Intermediate No

6 Judy K-3
Math, Science, 

ELA, Social Studies Urban Basic Beginner Yes

7 Richard 6-12 Math Suburban Intermediate Yes

8 Laura 9-12 Social Studies Urban Intermediate No

9 Gregory 9-12 ELA Urban Intermediate Yes

10 Gabrielle 9-12 Social Studies Urban Master No

11 Reese 3-5
Math, Science, 

ELA, Social Studies Suburban Developing Yes

12 Karen K-3
Math, Science, 

ELA, Social Studies Urban Developing Limited

13 Pam 6-8 Math, SpEd Urban Google Certified Yes

14 Brianna 9-12 ELA, SpEd Suburban Intermediate Yes
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Communicating and Collaborating via Google Classroom
 Theme one (Pros and cons of remote teaching) 
and some of theme two (Cameras and engagement) 
highlighted the participants reports on how Google 
Classroom allowed them to communicate and col-
laborate with other teachers, parents, and educators to 
be connected to a particular class. In order to access 
a course, the parent or educator needed to accept 
the invitation to be a part of a specific class. The 
participants reported that although this is a positive 
feature, they can still feel isolated since the connec-
tion was not in person. They also reported the trap 
of feeling overwhelmed if they are connected to too 
many classes. They reported that parents believe that 
teachers know what is going on in each class but 
also stated that it is impossible to know everything in 
Google Classroom classes, due to the volume of in-
formation. They shared the common sentiment that it 
was easier and more efficient to have traditional face 
to face conversations with other teachers on students’ 
performance. However, they also shared the positive 
feeling of having all the students information in one 
place where they could present it to parents during 
a conference. Most participants shared the concern 
that some parents weren’t technologically savvy and 
had problems using Google Classroom, thus they still 
used a phone call or email to communicate with the 
teacher. The participants reported that a few of their 
students’ parents have communicated with them via 
Zoom or Google Meet during parent conference night 
or by request.

Using Other Forms of Technology in Conjunction 
with Google Classroom? 
Theme two (Cameras and engagement) and theme 
four (“I am not really a techie, but I am learning”) 
highlighted the participants’ usage of other educa-
tion and technology applications in conjunction with 
Google Classroom. Theme two focused on the video 
component which the participants utilized for their 
synchronous lessons for remote teaching. Zoom and 
Google Meet were reportedly used by 13 out of 14 
participants and 1 participant used Ring Central, 
a platform which is similar to Zoom. Most of the 
participants teaching lower grades used Google Meet, 
while teachers of upper grades preferred Zoom. All 
participants reported a plethora of new technology ap-
plications which they have been introduce to by their 
school districts, schools, or colleagues to enhance 
their teaching. Nearpod, and Pearpod were very com-
monly used, amongst numerous others as detailed in 
theme four. Most participants reported that they have 
grown, improved technology skills, and have built 
confidence since the beginning of the pandemic. All 

participants reported that they have much more to learn 
in the area of technology, as it keeps expanding, and 
they also have to keep abreast in the specific content 
area(s) they have been tasked to teach.
 The following is a list of applications, links, 
or website which the participants reportedly used as 
resources for remote teaching. Not all platforms were 
used by each participant; each participant added to the 
list of technology used in conjunction with Google 
Classroom. The apps were: G-Suite for Education, 
which includes Google Classroom, Jamboard, Google 
Docs, Google Forms, Google Slides, Google Maps, 
Google Atlas, Google Hangout, Stream for posting 
and sharing thoughts in Google Classroom. Padlet is 
also used for discussions and thought sharing. There 
is also Goobric and Doctopus which are both rubrics 
for grading students work and activities in Google 
Classroom. Khan Academy has a plethora of education 
resources in every content area and was used by some 
participants. Nearpod and Pear Deck are Microsoft 
apps which both works within Google Classroom and 
used for interactive asynchronous learning. Teacher 
created information is shared on these platforms. There 
is Savvas Realize for assessment and content, Clever 
app, Raz-kids, an online guided reading program which 
features interactive e-books and reading quizzes for the 
lower grades. EdPuzzle, Bitmoji, GIFs, Simple K12, 
Flip Grid, and YouTube are widely used, especially in 
the lower grades. Skedula and PupilPath which are both 
grading and data management applications, however 
they do not sync with Google Classroom, but they can 
be accessed by parents for relevant data such as atten-
dance and grades. Skedula and Kinvo can also be used 
to take students attendance online. Google Voice phone 
numbers are used by teachers for parents to contact 
them, so they do not need to furnish their personal 
phone numbers. There are apps specifically for math-
ematics and these areas reported by participants, Delta 
Math, CMP3, and IXL. Saavas Realize, and FloCabu-
lary a library of songs and videos which help with 
vocabulary building across different content areas. No 
Red Ink is a writing application which allows students 
to submit work and get feedback on grammar usage 
and mechanics, NewsELA assist with prior knowl-
edge and making connections to current events, Read 
Works provides access to reading articles on a variety 
of subject matters and these are all integrated within 
Google Classroom. GoFormative permits live instruc-
tion and adjustments and TestWizard is used to create 
assessments, they act similar to Google Forms, but they 
contain subject specific content to assist teachers. Some 
participants who work with special education students 
reportedly used I-Ready, BrainPop, Brilliance, and IXL 
for diagnostic exams. Figure 1 shows the collection of 
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the technological apps used for virtual teaching by the 
participants which they shared during the interviews. 
The apps’ logos are listed on the screen and on writ-
ten on the chalkboard in this illustrated classroom. 
Figure 1. Virtual Resources during COVID-19

 
 The participants also reported types of de-
vices that were used by themselves and the brands 
that were most widely used by students. These were, 
Thinkpad by Lenovo, iPad, Chromebooks, Apple 
MacBook, Mac Airbook, Apple Smartboard used 
inside building classrooms. A couple participants re-
ported taking home an extra computer monitor, which 
provided by their school, or having access to taking 
home a new laptop if needed. It was reported that in 
the beginning of the pandemic, internet companies 
such as Spectrum, Verizon, and Optimum, offered 
free Wi-Fi to students and teachers. However, some 
teachers reported that they no longer had that option, 
or never received free services. Many were not sure if 
their students received this service. There were a cou-
ple participants such as Anna and Judy, who reported 
that they still had students who did not have access to 
adequate devices at the time of their interview. There 
was also synopsis of a few students who were still us-
ing their mobile phone for online learning.

Experiences with Internet Connectivity Issues 
Theme one (Pros and cons of remote teaching), 
theme two (Cameras and engagement) and theme five 
(Stress and disconnect) show the aspects of the partic-
ipants experiences of internet connectivity issues and 
that of their students. Some participants such as Ann, 
Judy, and Pam reported that students did not have the 

necessary digital resources such as a laptop or iPad in 
order to participate in the remote learning. Others such 
as Lisa reported that the type of devices were inade-
quate, and their students lacked access to the programs 
that they needed to operate. Some reported low band-
width in the school building, especially during inclem-
ent weather, and weak home Wi-Fi that their students 
reported, especially at the beginning of the pandemic.
The Future is Unknown, this sentiment was resounded 
by all participants in this study. They all alluded to the 
future and all the unknown variables of the COVID-19 
pandemic and if it will ever be safe to return to fully in 
person learning. All 14 participants expressed that they 
do not envision a return to what was the norm of the 
past. They believe that technology is here to stay and 
will perform a huge role in education. Gone will be the 
days of teachers handing out manipulatives to students, 
and students huddling around their lockers during hall-
way transitions. The focus will no longer be on paper 
folders and accordion files, as those will mostly have 
been replaced by electronic folders and files on the 
technology devices. Perhaps those who take comfort in 
using paper, will still utilize them, however, there will 
always be a digitalize version of any handout or paper, 
so there is a real possibility of them becoming obso-
lete. Anna, Brianna, Gregory, Richard, Gabrielle, Pam, 
Troy, and Simone all made similar comments about the 
future of Google Classroom in education. They believe 
that it is “here to stay.” They all shared the common 
feeling that the future of education will include some 
version of hybrid, blended, remote, or virtual learn-
ing. Karen commented that the new snow day will be 
on Google Classroom, and is doubtful about school 
districts continuing to give a day off for inclement 
weather.
All participants held some concerns about the new 
social distance rules imposed by the Center of Dis-
ease Control and how it will continue to change the 
dynamics in physical interaction in schools. They 
envisioned that classrooms will no longer be the same 
as they were in the past, and the capacity in each room 
will likely remain limited. There will be constraints 
on physical interactions and educators and students 
may be deprived from sharing hugs and physical car-
ing jesters such as “pat on the shoulder” which they 
are naturally accustomed to. Everyone will need to 
be mindful of their distance and send virtual hugs, 
handshakes, and augmented forms of affection which 
COVID-19 imposed upon society. The new concept 
of personal protective equipment (PPE) is imagined 
to remain as a standard operation practice in schools 
for the unforeseen future, as alluded to by many of the 
participants.

Figure 1. Virtual Resources during COVID-19 
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All 14 participants shared the philosophy that educa-
tors, including other school staff such as para-pro-
fessionals, and special education service providers, 
speech teachers, will need to continue learning and 
teaching on new technology platforms as they are 
introduced by the schools and the districts. Parents, 
families, and of course students will also need to con-
tinue to expand their knowledge base of technology, 
and the tools they need to know to fully participate in 
learning process. They also believe that COVID-19 
presented a much-needed transparency on the digital 
divide on technology access and resources and many 
stated that school districts not only in New York, but 
across America, has been forced to address this issue 
due to the pandemic. Although some of them spoke 
on the existing inequity, most were hopeful that the 
digital gap and division will continue to shrink as 
technology is no longer just an option in education, it 
is a requirement.
Throughout the interviews, each participant made 
commentary on their school administration being 
helpful in pandemic transitions and some were sym-
pathetic to the fact that no one had previously lived 
through a pandemic and even school administrators 
had to learn as well. Judy stated, “Thank God for 
administrators who understand that this is, this is dif-
ferent. You know, there’s so many who would want 
to say, you know, this is a school year, you need to 
do this. It’s not a regular school year.” However, they 
all believe that the progress of staff and students in 
the school will also strongly depend upon the school 
leadership and their ability to manage resources and 
provide emotional support to their school communi-
ties. Most participants shared the sentiment “…don’t 
remember teaching being as hard as it has been since 
March.” They referred to the need of always having 
to be mindful of wearing a mask, sometimes gloves, 
using hand-sanitizers, and minding personal space. 
Some reflected on the beginning of the pandemic, and 
on their concerns about everyday tasks such as check-
ing the mailbox, going to the grocery store, and wor-
rying about having access to toilet paper and paper 
towels, compounded their worries. They do believe 
that some of these concerns will be residual and are 
uncertain if and how the impending COVID-19 vac-
cine will factor into the future of education

Discussion
The existing research on using Google Classroom is 
scant, and the related literature primarily focused on 
Common Core Standards, professional development, 
teacher perception, teacher engagement with new 
literacies and the digital divide. Theme one (Pros and 
cons of remote teaching) filled some of the gap by 

confirming that technology such as Google Classroom 
in conjunction with other technological apps can be 
resourceful in meeting the Common Core Standards of 
collaboration, communication, creativity, and criti-
cal thinking when properly utilized by both teachers 
and students (CCSS, 2010; CCSS, 2016). Theme one 
also helped to answer the question of whether or not 
remote learning is effective. This study revealed that 
all teachers felt although teachers valued the learning 
adjustments that they were able to make on a virtual 
platform, they all felt that in person-learning was more 
effective, especially for younger students. 
 Theme two (Cameras and engagement) which 
discussed cameras and the connection with student 
engagement connected with theme five (Stress and dis-
connect) with both highlighting issues of the digital di-
vide. The study is in alignment with previous research 
on access to technology which shows the significant 
gaps between wealthy communities versus urban and 
marginalized communities and the reports of students 
not logging on to their remote classes (Dorn et al., 
2020). Theme three (“Sink or swim”: Professional 
development to teach remotely) and theme four (“I 
am not really a techie, but I am learning”) alluded to 
the research of teacher perception and professional 
development, with concerns that technology may be 
everywhere, and we now have the ability to leave the 
classroom, enter museums, laboratories, and other 
countries around the world with only the click of a 
mouse. However, educators need to have the training 
to build their confidence of accessing and efficiently 
using these new resources in their practices (Reimag-
ining the Role of Technology in Education, 2017). The 
participants confirmed this when they shared all of the 
new resources they have been introduced to since they 
began teaching remotely. 
Although some participants did not have a lot of sup-
port with professional development, they reported that 
they were still developing their comfort level with all 
the different tools and online applications (Bilecik, 
2020; Zoch et al., 2016). Theme five (Stress and dis-
connect) and theme six (Education after COVID-19) 
answered the questions about the readiness of both 
teachers and students to work in the virtual classroom 
and the future of education after COVID-19. It re-
vealed the stress and disconnect felt by all constituen-
cies and highlighted some despair and lack of confi-
dence that some students feel (Harris, 2020). As we 
move forward in this pandemic, we are reminded that 
teachers are extremely important and cannot be re-
placed by remote, virtual, or distance learning. Teach-
ers do more than teach academic content. They serve 
as role models, motivators, and inspiration to their 
students Spencer (2020). They will continue to deter-
mine how education will evolve after COVID-19.
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It is the hope and intention that this completed study 
will be shared with teachers and school leaders in New 
York state and possibly around the country in effort 
to inform educators about the lived experience of the 
sample. It is the expectation that the gathered key 
findings will be transferable in school districts in other 
states and possibly on a global level since it focuses on 
Google Classroom and is connected to the COVID-19 
pandemic. The findings of my study examining the 
lived experience of teachers using Google Classroom 
during the COVID-19 pandemic, can provide all con-
stituents with valuable information to improve educa-
tion after COVID-19. These constituents includes, 
district and school leadership, teacher preparation 
programs, teachers, parents, and students, and society 
at large. The specific implications are the need to ad-
dress the digital divide, teacher training and on-going 
support, and health and mental well-being for all. 

Close the Digital Divide
 Students who are in schools with the adequate re-
sources and educators who bear the knowledge to 
expose them to this extremely relevant information, 
are able to develop the proficiency that they will 
need to become digital literate citizens who are able 
to compete in an ever-transforming online society 
(Jacobs et al., 2014). In today’s world, it is imperative 
for citizens to have at minimum basic skills of key-
boarding, knowledge of using a mouse, using email, 
a digital device, and having internet connectivity to 
be able to send and receive information. The world 
has become more technologically advanced and the 
COVID-19 forced almost everyone to utilize technol-
ogy to communicate and collaborate since the policy 
of social distancing had been instituted to flatten 
the curve. Many places of employment, businesses, 
schools, places of worship, families, and even “virtual 
happy hour” have been conducted on Zoom platforms 
since the corona virus pandemic has wreaked havoc 
on the world. COVID-19 illuminated the disparities 
amongst the haves and the have nots; the wealthy, and 
the marginalized. As results from this study indicates, 
it has become evident that technology is critical and 
necessary for all to have access for the basics, and to 
even be able to communicate with family and friends 
at this time when many may be feeling isolated be-
cause of the physical distance that is required.
The priority needs to be on fair funding of schools so 
that all educators and students will have technologi-
cal resources in order to continue teaching and learn-
ing and be able to compete in a global economy in 
the future (Leu et al., 2013). Since home schooling 
became the status quo when schools went completely 

virtual, or to blended learning, students and parents 
needed Wi-Fi and internet access at home. Those who 
lack the necessary devices, were left in turmoil as 
they were shut out of basic education access because 
their homes weren’t equipped with the basics (Gold-
stein, 2020). Some had to utilize their mobile phones 
for learning, which proved to be inadequate for much 
progress. Some underfunded schools in urban and rural 
areas suffered with poor bandwidth and shortage of 
digital resources. Poor communities endured even more 
suffering when their libraries were shuttered, and they 
couldn’t utilize it for public access to digital resources. 
Thus, there is a need for advocacy and intervention 
on a community, state, and national level to rectify 
the problem of what has become a very basic need for 
all. It is time to close the digital divide by supplying 
broadband and Wi-Fi to everyone including homes, 
and schools. Marginalized parents and families also 
need to have basic access for free or at maximum, a 
discounted cost (Antonucci, 2020). The public also 
needs to be able to have access to medical resources 
such as telehealth apps, which are used by doctors 
and health professionals to provide consultation when 
health facilities become overwhelmed with servicing 
COVID-19 patients.  

Professional Development and Support
The “reimagination of school” has become a common 
phrased used in the media, by educators, and parents 
alike. Schools are no longer restricted to the confines 
of buildings and floors, but instead school can be from 
held from anywhere where there is a computer and 
adequate internet connectivity (Goldstein, 2020). 
As the public tries to flatten the curve, many school 
buildings have remained closed, or partially open, 
with virtual/remote school with students at learning 
from home being the status quo. As this study reveals, 
teachers have had to change the way they teach, parents 
have had to learn to teach, and administrators have had 
to work miracles in hiring new or temporary staff and 
creating different schedule models such to conform 
to the new hybrid learning models (Goldstein, 2020). 
School district leaders will need support from their 
local and state governments to provide their schools 
with adequate resources which includes professional 
development for leaders and teachers, and parent/fam-
ily development resources. School building leaders will 
need to have the autonomy to make decisions which 
are best suited for their distinct school communities, 
as each school has its own unique characteristics, and 
every principal should know their staff and students’ 
needs (Cavanna et al., 2006). Teachers will need the 
professional development and resources to successfully 
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engage their students in both in-person and virtual 
learning. Teacher pedagogical programs may consider 
changing their curriculum to include preparation for 
blended learning, considering the fact that teach-
ers are the most important factor in education (What 
Matters Most, 1996). The COVID-19 pandemic has 
tremendously illuminated the highly important role, 
and great responsibilities, along with the depth of 
dedication of teachers across the country. This notion 
has been resounded across kitchen tables in homes, 
and span through multiple media outlets to remind, 
and on other cases inform the public on the miracles 
that teachers have been working to create out of the 
box lessons on remote platforms to continue to en-
gage students in learning beyond walls (Spencer, 
2020). Teachers will need even more support in order 
to continue educating beyond COVID-19. They will 
need the support from school districts, administra-
tors, the public, and even from parents and students to 
encourage and acknowledge the significance of their 
work. Parents will also need support as they have 
been learning to teach at home in order to successfully 
facilitate virtual learning, as noted by the participants 
in the study. All students need support, and in particu-
lar minority students who may have lost any educa-
tional gains due to remote learning. Students can be 
supported with differentiated approach in assessment 
of their educational progress. Standardized test should 
be reserved for the future and authentic assessments 
would take the place in order to know what students 
know based on where they are at this time (Chapman 
et al., 2005). This concept of alternative assessments 
was also shared by the participants in the study.
As we continue to endure through the COVID-19 
pandemic and seek resolutions to ensure that students 
are learning, schools still have the autonomy to sup-
port their learning communities. It is important that 
the socio-emotional components are addressed for all 
constituencies in order to facilitate successful teach-
ing and learning strategies during this unprecedented 
time. Schools can ensure that this transpires by al-
locating a specific time each week for staff, students, 
and parents to debrief as needed. School administra-
tors can offer workshops based on a needs assessment 
for their unique school communities. This will ensure 
that each voice is heard, and the targeted workshop 
or resource can be provided to match the desired 
outcomes. Thus, if teachers need guidance on design-
ing coherent instruction for remote lessons, then the 
administration would assist by providing the profes-
sional development or other resources in order to help 
move the instruction to another level. Likewise, if 
students need support with asynchronous instructional 
engagement, the administration can help by provid-

ing additional resources such as access to a knowledge 
bank of videos, or available tutorial services to assist 
students outside of synchronous instruction. Parents 
can also be assisted by the school through guidance 
to outside resources that are available to them. These 
resources may be digital, socio-emotional support, or 
other dynamic needs. It is most important that everyone 
knows that they are not alone, and that it is safe to com-
municated their needs in order to receive the appropri-
ate assistance.

A Public Health Crisis
The COVID-19 pandemic has not only affected teach-
ers, students, and parents, it has had some impact on 
everyone around the world. Physical health and mental 
well-being will need to be a focal point to successful 
rise above this health crisis. Thus, wellness and self-
care will need to be prioritized and our general knowl-
edge base must be expanded to include how to take 
care of our physical, mental, emotional, spiritual, and 
financial well-being as we heal from the wounds of the 
global pandemic. The abrupt shutdown of the world 
brought on all types of stress and isolation, and students 
and educators have also felt their share of emotions as 
alluded to by the participants in the study. The loss of 
lives to COVID-19, with the death rate amounting to 
almost 450,000 by January 2021, the loss of employ-
ment in the thousands, economic inequity, peaceful pro-
tests such as those from the Black Lives Matter move-
ment, which resulted in violence and police brutality, 
social injustices, the illumination of racism, white 
supremacy, civil unrest, and on January 6th, 2021, the 
historical siege of the United States of America Capi-
tol, the “citadel of democracy” (CNN, 2021, January 
6). All these renowned events have compounded the 
stress of the COVID-19 pandemic and virtual learning. 
The public is experiencing unprecedented emotional 
and economic distress and economic has not been 
experience in their lifetime. It is critical that health and 
mental wellness will be prioritize for all constituents to 
return to a sense of normalcy in the future. There will 
be a need for a plethora of services and supports for all 
people. The abrupt closure of schools and the move to 
virtual learning with the need to learn new technology 
and new ways of teaching and learning, have brought 
on much stress and disconnect for educators, students, 
and families alike. 
It will be imperative that schools across the country 
institute a culturally responsive curriculum, which will 
give students the opportunity to understand themselves 
and others in society. Students learn through reading 
stories and seeing characters with similarities in gender, 
race, ethnicity, language, economic status, religion, 
sexual orientation, and abilities. It will also be critical 
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that the curriculum is embedded with narratives and 
characters who are acknowledged and valued in text. 
The problems stemming from the COVID-19 pan-
demic inadvertently created evolution and awareness, 
and it is the duty of educators to help with the cultiva-
tion of students who are socially and culturally aware 
and exhibit political consciousness which may lead 
to becoming successful citizens with the capacity to 
intelligently question and challenge systems of ineq-
uity to access, privilege, and power.  A healthy future 
for education will require healing from the trauma 
and emotional despair that have become the standard 
during the COVID-19 pandemic (Teaching Matters, 
2021). 

Conclusion
 This study found that all participants believed 
that in-person learning cannot be completely replaced 
by virtual or remote learning. The teachers all ex-
pressed their beliefs that the future of education after 
COVID-19 will involve some variant of virtual learn-
ing.  The study’s analysis revealing six themes which 
were: The Pros and Cons of Remote Teaching, Cam-

eras and Engagement, “Sink or Swim”: Professional 
Development to Teach Remotely, I am Not a Techie, 
But I am Learning, Stress and Disconnect, and Educa-
tion after COVID-19, will provide district and school 
leaders with invaluable information on teacher support 
and development, parent engagement, closing the digi-
tal divide, and the need for social emotional support to 
address a public health crisis, for all to have a healthy 
mindset moving beyond the COVID-19 pandemic.  It 
will be imperative that all constituents obtain and main-
tain the necessary skills in order to thrive and success-
fully contribute to the new dynamic way of teaching 
and learning. 
 A future direction of this research would be a 
long-term study of the effectiveness of remote instruc-
tion and learning utilizing multimodal platforms dur-
ing the COVID-19 pandemic. Future studies could 
be mixed method with a wider range of participants 
such as school leaders, teachers, students, parents, and 
families. Perhaps there will be more qualitative and 
quantitative data available in the near future to conduct 
a more in-depth study on the effects of virtual teaching 
on student’s instructional outcomes.
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Abstract
While higher education programs have experienced 
lower enrollment rates in the past three years, the 
COVID-19 pandemic, colleges in the United States 
were forced to shift to online instruction exuberat-
ing the retention and enrollment crisis. While virtual 
learning was challenging for many college students, it 
had a more significant impact on community college 
students, specifically for non-traditional students with 
non-tuition-related challenges. The present study ex-
plored community college students’ challenges when 
adjusting to online learning during the pandemic. This 
study collected quantitative and qualitative data from 
a Northeastern community college. Lessons for the 
role of online education with implications for practice 
are discussed. As online instruction becomes more 
prominent in higher education, the lessons learned 
during the pandemic should prove informative as they 
extend beyond the era of COVID-19.  
 
Keywords: non-traditional students; challenges; CO-
VID-19; non-tuition challenges
  
The Continuing Drop in Retention and Enrollment 
in Higher Education: Non-Tuitional Challenges 
and COVID-19 Impact
Community colleges have struggled with retain-
ing non-traditional students, such as adult learners, 
students with part-time status, students who have 
full-time employment, and those who are caregivers 
(Gonzales-Rivera, 2016). Nonetheless, for this popu-
lation, community colleges have served as a critical 
opportunity to improve their finances by allowing 
them to earn a credential that opens many career pos-
sibilities. Historically, students entering community 
colleges have had a very different set of needs than 
those entering four-year colleges (Bean & Metzner, 
1985; MacDonald, 2018; Rabourn et al., 2018; Wyatt, 
2011, Yu, 2015). Due to the specific struggles that all 
non-traditional students face, community colleges 
suffer from lower completion and retention rates than 
the traditional four-year colleges (National Student 
Clearinghouse Research Center, 2019).
Retention and completion rates are imperative to com-
munity colleges, as most states have student outcomes 
tied to funding that the colleges received (Ortagus et 
al., 2020). These lower retention and completion rates 
were substantially affected by the COVID-19 pan-
demic.

The pandemic impacted community colleges much 
more than the traditional four-year colleges. Specifi-
cally, non-traditional students typically need to bal-
ance school responsibilities and personal obligations 
(MacDonald, 2018),  increasing the dropout, failing, 
or incomplete percentages at an alarming rate. While 
enrollment levels dropped during the fall of 2020 for all 
colleges and universities, for community colleges, the 
pandemic placed a more considerable financial burden 
on low-socioeconomic students (Rodríguez-Planas, 
2020). Therefore, it is essential to examine student 
challenges during the pandemic that can guide online 
instruction That extends beyond the era of COVID-19. 
As community colleges compete for enrollment, many 
programs offer online and hybrid options to incentivize 
students into the program (National Student Clearing-
house Research Center, 2019). Therefore, examining 
the effects of non-tuition-related challenges on learning 
for online community college students.

Non-Tuition Challenges
Non-traditional students at community colleges are 
faced with the overwhelming burden of non-tuition 
challenges. Non-tuition challenges are financial stress-
ors that play a crucial role in retention and enrollment. 
According to Sharp (2021), these non-tuition chal-
lenges include transportation, textbooks, access to WIFI 
service, childcare, food, work, and housing. Sharp 
(2021) reports that 71% of community college students 
live in low socioeconomic households, while 17% are 
parents, 52% work over 20 hours a week and 40% have 
part-time status. When the pandemic caused schools 
and colleges to shift to online instruction, some stu-
dents decided to drop their courses. In fact, according 
to the  National Student Clearinghouse Research Center 
(2021), college enrollment dropped by around 727,000 
students in the spring of 2021. That trend line is much 
more concerning for community colleges as they serve 
low-income students and more students of color. The 
pandemic caused job insecurities in some, while in 
others, it forced them to take a second job to help out 
families. For non-traditional students, the challenges 
were not just limited to course formatting issues and the 
academic struggles of continuing their courses online. 
For them, non-tuition challenges made remaining in 
school a second priority as they needed to help out or 
fully financially support for and care for the health of 
family members.

The Continuing Drop in Retention and Enrollment in Higher Education:
Non-Tuitional Challenges and COVID-19 Impact

Ruth Guirguis Ed.D., BMCC-CUNY
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Current Study
The COVID-19 health crisis and the resulting expan-
sion of online instruction in the United States and the 
world have presented the opportunity to study the 
experiences and challenges related to online learning 
in community colleges and the specific non-tuition 
challenges faced. This study aimed to explore student 
challenges and enrollment after the COVID 19 pandemic
.

Method
Participants
One thousand, two hundred and five students partici-
pated in the current study. Participants were students 
enrolled in Northeastern community college located 
in NYC. Nearly 67% of the respondents were full-
time students, while 33% were part-time students. 
Before the 2020-21 academic year (pre-pandemic), 
45% of students had taken one or more asynchronous 
online classes, while 55% had never taken any online 
courses. Despite the lack of online experience, 52% 
of students reported taking courses that included a lab 
component, 19% reported a fieldwork component, and 
30% reported a seminar component. Of the students 
who participated in this study, 43%  reported going 
less frequently to their professors’ office hours, while 
36% reported not going.

Procedures and Instruments
A retrospective assessment survey of pandemic-in-
duced distance learning was created to collect quali-
tative and quantitative data from students during the 
COVID-19 lockdown. The Qualtrics survey consisted 
of 19 questions distributed to students online at the 
end of the fall 2021 semester. The survey consisted 
of eight open-ended questions and 11 Likert scales, 
and multiple-choice questions. The survey intended to 
gather data on the challenges and adaptations students 
faced during the transition to online learning in 2020. 

Results
During the COVID-19 pandemic, students reported 
several challenges that negatively impacted their 
learning and ability to continue in their programs of 
study. While many factors affected student learn-
ing, student retention, and overall college enrollment 
percentages, three significant aspects served as barri-
ers in this study. Specifically, non-tuition challenges, 
accessibility to services, professors’ office hours, and 
course formatting. The following research questions 
were addressed in this study:

Research Question 1: 
To what extent do non-tuition student challenges and 
current educational status predict in-person enrollment 

after the COVID-19 pandemic?
Research Question 2: Regarding retainment, is there an 
association with educational status, non-tuition chal-
lenges, access to tutoring/services, and accessibility to 
professors’ office hours?

Research Question 1
To what extent do non-tuition challenges and full-time/
part-time status predict in-person enrollment after the 
pandemic? To address this research question, a linear 
regression procedure was conducted. Non-tuition chal-
lenges and student status were entered as predictors in 
the model.  Prior to interpreting the regression model, 
Tolerance the Variance Inflation Factor were examined. 
Per Cohen, Aiken, and West (2004), the results indi-
cated that multicollinearity was not an issue given that 
Tolerance values were above .10 and VIF values were 
less than 10. 
The model was statistically significant (F(2, 591) = 
5.32, p < .005, R2 = .014) and accounted for 17% of the 
variance in enrollment after the onset of the COVID-19 
pandemic. Non-tuition challenges were statistically sig-
nificant (β = -.099, p = .016) and educational status was 
also statistically significant (β = -.082, p = .047).
Before the pandemic, many students faced housing 
and financial hardships, which directly impacted their 
academic performance and well-being. Nonetheless, the 
pandemic exacerbated inequalities for non-traditional 
students, students of color, and low-income students. 
About 70% of students fall within three main non-tu-
ition barrier clusters (See Table 1). Respectively, having 
family depended on them for financial contributions, 
being the household breadwinner, and having experi-
ence loss of a job/housing during COVID-19.  
 
Table 1. Non-Tuitional Student Challenges
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examined. Per Cohen, Aiken, and West (2004), the results indicated that multicollinearity was 

not an issue given that Tolerance values were above .10 and VIF values were less than 10.  

The model was statistically significant (F(2, 591) = 5.32, p < .005, R2 = .014) and 

accounted for 17% of the variance in enrollment after the onset of the COVID-19 pandemic. 

Non-tuition challenges were statistically significant (β = -.099, p = .016) and educational status 

was also statistically significant (β = -.082, p = .047). 

Before the pandemic, many students faced housing and financial hardships, which 

directly impacted their academic performance and well-being. Nonetheless, the pandemic 

exacerbated inequalities for non-traditional students, students of color, and low-income students. 

About 70% of students fall within three main non-tuition barrier clusters (See Table 1). 

Respectively, having family depended on them for financial contributions, being the household 

breadwinner, and having experience loss of a job/housing during COVID-19.    

Table 1. Non-Tuitional Student Challenges 

Survey Item n % %  
of 

Case
s

Student’s family depends on them for a financial contribution 486 24 55

The student is the home breadwinner 476 23 54

Students experienced a loss of job/housing during a pandemic 444 22 37

The student has a child 322 16 18

The student is a caregiver of an immediate family member 160 8 51

  
These results show that community college students who have financial and family 

obligations are less likely to want to enroll in in-person classes in future semesters. Full-time or 

part-time status is also a key indicator of students' likelihood to enroll in in-person courses. With 

current COVID-19 variants emerging students who identified as the head of the household or 

contributed to their families financially remain in unstable financial situations. Thus, any 

financial emergency or additional COVID-19 variants could potentially shift students off track 

from completing a degree and drastically impact enrollment rates in many community colleges.  

As previously learned during the original strain of COVID-19, community college 

students who worked in service and retail were deeply affected. Students reported losing their 

employment and being unable to maintain housing. These detrimental factors also impacted the 

ability of students to remain in school during the fall of 2020. Specifically, work and housing 

directly correlate with completion and graduation rates in community colleges (Sharp, 2021). 

With the lack of shelter, many students could not continue attending classes while others had to 

travel to have WIFI access making attendance more challenging. For many of the students that 

participated in this study, the personal obligations outweighed the school obligations.  

Research Question 2 

During the COVID-19 pandemic, 33% of students reported using tutoring or other 

support services, while 67% reported not accessing these services. An ANOVA was conducted 

looking at students’ educational status: full-time and part-time status, access to tutoring services, 

and accessibility to their professors’ office hours. The results suggest a statistical significance 

The student needed laptop/internet connectivity provided by the college 169 8 19
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These results show that community college students 
who have financial and family obligations are less 
likely to want to enroll in in-person classes in future 
semesters. Full-time or part-time status is also a key 
indicator of students’ likelihood to enroll in in-person 
courses. With current COVID-19 variants emerging 
students who identified as the head of the household 
or contributed to their families financially remain 
in unstable financial situations. Thus, any financial 
emergency or additional COVID-19 variants could 
potentially shift students off track from completing 
a degree and drastically impact enrollment rates in 
many community colleges. 
As previously learned during the original strain of 
COVID-19, community college students who worked 
in service and retail were deeply affected. Students 
reported losing their employment and being unable to 
maintain housing. These detrimental factors also im-
pacted the ability of students to remain in school during 
the fall of 2020. Specifically, work and housing directly 
correlate with completion and graduation rates in com-
munity colleges (Sharp, 2021). With the lack of shelter, 
many students could not continue attending classes 
while others had to travel to have WIFI access making 
attendance more challenging. For many of the students 
that participated in this study, the personal obligations 
outweighed the school obligations. 

Research Question 2
During the COVID-19 pandemic, 33% of students 
reported using tutoring or other support services, 
while 67% reported not accessing these services. An 
ANOVA was conducted looking at students’ educa-
tional status: full-time and part-time status, access to 
tutoring services, and accessibility to their professors’ 
office hours. The results suggest a statistical signifi-
cance F(1, 942)= 9.4, p=.002 between the groups 
when asked about their educational status and use of 
support services. There was also a statistical signifi-
cance when asked about the use of office hours F(1, 
987)= 4.6 p=.033 and non-tuition challenges F(1, 
1189)= 7.5 p=.006. The results suggest that students’ 
educational status is directly associated with acces-
sibility to their professors and the services the college 
offers. Hence, students who do not feel supported by 
their programs or professors are less likely to remain 
or return to their courses as full-time students. Part-
time students tend to feel less supported, indicating 
that changes are needed in accessibility to retain the 
current non-traditional student body. 

Implications
The results suggest that many adaptations need to be 
made to improve learning beyond the COVID-19 era 

in an online format. While a more significant effort 
is required to support students with non-tuition chal-
lenges, colleges can begin to implement very feasible 
changes that can positively affect student enrollment 
and retainment. Changes such as more synchronous 
courses, embedding non-cognitive aspects, and flexible 
support services are three key aspects that can better 
support non-traditional students.

Reimaging Online Learning
While the results of this study suggest that students 
with non-tuition challenges prefer online courses, many 
changes still need to be implemented to enhance stu-
dent communication and increase online engagement. 
Feedback is essential to having a positive relationship 
and open communication while online. How a student 
perceives a professor’s feedback is far more critical 
than its feedback. How the student perceives the feed-
back will determine how they will address comments 
made by the professor. In an online platform, written 
communication can be harsh or sometimes insensitive. 
Therefore, it is key for the retention of students in the 
course that professors offer a multimodal approach to 
feedback. Some platforms allow for professors to com-
ment on work using voice recordings where students 
can hear the tone of the message and the message. 
Professors can offer rubrics as visual video recordings 
of themselves giving student feedback. Giving students 
the space to comment on written comments is also 
important for students. Ensuring students that email-
ing a professor and questioning or addressing concerns 
regarding feedback and comments is highly encouraged 
and perhaps even part of a form of participation in an 
online course. Additionally, embedding one-on-one ses-
sions into an online course increases the level of com-
munication and student engagement.
This interaction is not limited to students and profes-
sors, as students expressed needing peer-to-peer online 
interactions. Professors need to advocate for teach-
ing assistants or a course tutor that can also support 
communication. Students may feel more comfortable 
addressing feedback concerns with a teaching assistant 
than directly with a professor. Educators need to move 
away from the old mentality that feedback can only 
be offered in written forms on a course paper. This 
feedback approach needs to be changed as we move 
towards more online instruction. Consequently, the 
mindset of a rigorous curriculum not being possible in 
an online format also needs change. Creating an online 
environment that adequately balances high expectations 
with flexibility and understanding requires faculty who 
teach online courses to ensure those courses are highly 
organized and are friendly to navigate. 
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Embedding Non-Cognitive Aspects
Cognitive engagement is not the only factor needed 
for students to learn and thrive in an online environ-
ment. The concept of engagement is made up of three 
key aspects: Respectively, cognitive engagement, 
emotional engagement, and behavioral engagement. 
As educators navigate online teaching, becoming 
aware of emotional and behavioral engagement is as 
important as cognitive engagement. Students who 
have negative feelings towards the course or issues 
that arise in a semester are less likely to engage in the 
material. Similarly, behavioral engagement can serve 
as an indicator of engagement overall. Changes in 
participation in class, by email, chatting on an online 
platform, or meeting with a professor, can be used 
to gauge engagement. These changes or decreases in 
behavior can highlight students struggling to keep up. 
Therefore, there is a need to reframe engagement as 
a multifaceted phenomenon and learn how to observe 
each facet. Additionally, this can help educators better 
understand non-cognitive barriers and how to embed 
non-cognitive support. 
Dweck’s (2008) research demonstrated the benefits 
of educating students on the importance of making 
mistakes and re-training their brains to develop and 
apply critical thinking skills (Boaler, 2016). Imple-
menting a growth mindset perspective and allowing 
students to understand that challenges help our brains 
make connections leads to improved academic success 
for all students (Cavanagh, et al., 2018; Claro et al., 
2016; Wiersema, et al., 2015; Yeager & Walton, 2011; 
Yeager, et al., 2016).  Hence, modeling self-talk that 
aligns with a flexible mindset through videos, in meet-
ings, and through written material in online courses 
can be one small initiative to introducing psychologi-
cal reform during times of adversity. 
Offering Flexible Services Schedules
The results gathered from this study suggest that 
students who face non-tuition challenges and attend 
part-time are less likely to access tutoring services. 
As we transition to a more digitized world and evolve 
from the traditional brick and mortar, the services 
students receive need to change. Maintaining a nine-

to-five schedule is a very old-fashioned form of sup-
porting students. Students with non-tuition challenges 
have non-traditional schedules and services, and tutor-
ing needs to revolve around the students’ availability. 
As colleges offer students more online courses, they 
also need to provide more online services. It is counter-
productive to offer an entire program online for work-
ing students yet require them to come in to address any 
administrative issues.   
Students reported needing services but not attending 
because there was a lack of tutors during weekends 
and more evening hours for working students. Offering 
more hours that are not limited to weekday mornings 
would decrease the rate at which students fall behind. 
Offering one-on-one sessions rather than dyads or 
triads would allow more personalized student engage-
ment. Matching tutors and students from the same 
program can foster better-scaffolded services. Or, hav-
ing course-specific tutors will increase the accessibility 
of services. Finally, training tutors on non-cognitive 
aspects of engagement can lead to a positive peer-to-
peer interaction that would have students feeling more 
at ease seeking help in the future.

Conclusion
The decline in enrollment and retention suggests that 
COVID-19 deepens the opportunity gap among non-
traditional students. The results of this study highlight 
the non-tuition challenges that students faced during 
the pandemic and the much-needed support systems for 
learning. While supporting students financially can al-
low them to stay on track towards completing a degree, 
systematic changes are also needed at the college level 
to help non-traditional students. As community col-
leges look to increase their online courses, it is vital to 
consider the lesson learned during COVID-19 to guide 
the formatting of classes and changes to services that 
work in an online environment. A further examination 
of career outcomes for those online community college 
graduates would be critical to the role of modifying and 
adapting online learning for those currently enrolled as 
well as attracting new students into community colleges.
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 Educational success is one of the key fac-
tors that allow individual citizens to realize their 
hopes and aspirations. In today’s society, America is 
wrought with inequality, xenophobia, and nativism 
that has gone awry, “the continuing persistence of 
racial ideology suggests that these racial myths and 
stereotypes cannot be exposed as such in the popular 
imagination. They are, we think, too essential, too 
integral, to the maintenance of the US social order.” 
(Rothenburg, 2004, p. 15). America is in a crisis, edu-
cation is a critical component to a society's success 
(Smiley, 2016, p. 43). Trade wars escalate between 
China and America (Cato Institute, 2017). White 
supremacy is prevalent, and the economy excludes 
large numbers of Americans who seek livable wages 
(Haltiwanger, 2020). Despite the gloomy prognos-
tication of the future, since the formation of formal 
education, the pursuit of knowledge, which is consid-
ered to be an omnipresent power construct, is one of 
the elixirs that calm troubled waters. A part of formal 
education is to build good morals and values, which 
translates into an educated and empathy conscious 
citizenry (Berkowitz & Bier, 2009, p. 30). 
 Education provides constructive engagement 
between people with varied backgrounds (Wells, 
Fox & Cordovo-Cobo, 2016). Education provides a 
world perspective that builds tolerance and looks to 
form a consensus that can promote equity throughout 
the nation and world (Holloway, 2003). However, 
education must be taken care of and nurtured, or it 
will fall prey to stagnation and descend into decline. 
This study of social and emotional constructs seeks 
to improve educational outcomes could be one of the 
keys to propel the nation to heights that the so-called 
founding fathers had envisioned (Park, 2005). 
 This researcher is a product of the informal 
social and emotional sensibilities that were infused 
into the small tight-knit community he grew up in. He 
was born and raised in the southeastern part of New 
York State. Despite the absence of his father during 
his formative years, the researcher was surrounded by 
individuals who shared their greatest resource with 

him, —their time. Admittedly, the era Americans 
who grew up in previous generations was diamet-
rically different from the one youth are growing up 
in today (Strauss, 2019). 
 America is one of the world’s preeminent 
democracies and is the world’s progenitor of de-
mocracy (Quealy & Miller, 2017). The experiment 
of a democratic system of government was formed 
out of the enlightened thinkers of the 1700s (Is-
rael, 2006). Fueled by the works of Montesquieu 
and Locke, these political-social scientists laid 
the foundation for the modern American political 
system (Polin & Polin, 2006, p.10). In a democ-
racy, there needs to be a perpetual cultivation of 
the political construct that allows for growth and 
the expansion of social, political, and economic 
upward mobility and attainment of ethnic, racial, 
and gender equity (Newman & Griffin, 2008). 
 Formal education was once only bestowed 
upon the rich and affluent in American society. 
Historians trace the formation of public educa-
tion back to the emergence of Horace Mann in the 
1830s (Neem, 2017, p. 3). Since the reforms of 
Horace Mann, there has been a continuous effort 
to improve student outcomes in the nation (Neem, 
2017, p. 16). If America is to continue on the path 
of leading the world on a social, economic, and 
political level, there must be a realignment of the 
nations educational policies (Reimers, 2000, p. 76). 
 An analysis of one state’s educational sys-
tem in the northeastern region of the United States 
reveals for instance, that New York State’s educa-
tional ranking is ranked 25th out of 50 states (U.S. 
News and World Report, 2019). New York City 
(NYC), the largest school district in the nation, 
contains 548 high schools (U.S. News and World 
Report, 2019), and it is one of the school districts 
at the forefront of innovations that incorporate 
programs that promote academic progress (U.S. 
News and World Report, 2019). There are a pleth-
ora of issues that need to be improved, despite 
NYS’s lofty status of being on the cutting edge of 
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academic change in America (Anderson, 1998, p. 571-
603); notably, the need to provide more equity and 
access for Black and Latino children to gain access 
to the city’s specialized schools (Chalkbeat, 2019). 
Furthermore, NYS has been besieged by a disparity in 
suspension rates based on race (American Civil Liber-
ties Union [ACLU], 2016). The ACLU (2016) reported 
that the NYC Department of Education in particular, 
released school suspension data for the full 2015-16 
year, and it found that “Black students were 3.6 times 
more likely to be suspended than white students . . . 
and Hispanic children were 1.7 times more likely to be 
kicked out of school than their white peers” (para. 5). 
 As part of a series examining the NYC school 
system by The Research Alliance for NYC Schools, 
Farley et al. (2019) provided another startling fact: 
between 2009 and 2018, there have been unaccept-
able chronic absenteeism rates in the NYC schools. 
The research reveals that, in 2000, about 15 percent 
of Asian students were chronically absent, compared 
with roughly 24 percent of White students and 35 per-
cent of Black and Latino students. By 2018, rates of 
chronic absenteeism had dropped for all four groups. 
About 10 percent of Asian students were chronically 
absent that year, compared to 14 percent of White stu-
dents, 28 percent of Latino students, and 30 percent of 
Black students. These numbers reveal that Black and 
Latino students are more than twice as likely as White 
and Asian students to be chronically absent. (Farley et 
al., 2019, para. 3)
 In New York State, the graduation rate for 
2019 was 83.4% (New York State Department of 
Education, 2019). In similar regions throughout the 
northeastern United States, the trends reveal that other 
major school districts are experiencing strong aca-
demic achievement. In New Jersey, the state’s overall 
graduation rate is 90.9% in 2019 (New Jersey Depart-
ment of Education, 2019), while in Connecticut the 
state's graduation rate is 90.5% (Connecticut State 
Department of Education, 2019). In Pennsylvania, the 
high school graduation rate is 86% (Education Week, 
2019). The four aforementioned school systems 
highlight educational success. Nevertheless, America 
is riddled with inequity in all aspects of its society; 
education is no different (Dixson & Rousseau, 2006, 
p. 32). The basis of this study was designed to provide 
a counterbalance to the current disparities that exist 
and to examine school and district leaders and their 
perceptions concerning the students they serve. This 

study examined the intentionality of school-based 
and district leaders’ implementation of social and 
emotional learning (SEL) programs to positively 
impact student academic success.

Statement of the Problem. 
 This research examined how SEL programs, 
which are defined as the “desired learning objec-
tives or standards that schools, and teachers want 
students to achieve, or the educational, societal, and 
life effects that result from students being educated” 
(Great Schools Partnership, 2013, para. 1) are em-
bedded in high schools to impact student outcomes. 
There has been a scarcity of research that reflects the 
practical application of SEL programs inside NYS 
high schools and in other educational municipali-
ties. Although SEL programs have been examined, 
the literature has not been exhaustive regarding the 
northeastern region of the United States. The NYS 
Department of Education (NYSDE) has immersed 
itself in a plethora of programs promoting positive 
behavioral intervention services, especially by incor-
porating the Sanford Harmony Program (2020). 
 The Sanford Harmony program purports 
to develop emotional supports, conflict resolution 
techniques, and problem-solving skill sets (New 
York City Department of Education, 2019). Never-
theless, there are no studies that speak to the effec-
tiveness of the Sanford Harmony program in NYC 
schools, in addition to schools throughout New 
York State and for that matter the northeastern re-
gion of the United States. There needs to be a study 
on the real-world implications SEL programs have 
on the students who are served by school districts 
throughout America. The training that New York 
State provides is based on what a school district 
believes SEL programs should be. New York State 
does not provide clear directions and suggestions 
relative to the implementation of SEL programs. 
New York State’s Social and Emotional learning 
benchmarks identifies three specific modalities 
(New York State Department of Education, 2020):
 1. Develop self-awareness and self-manage-
ment skills essential to success in school and in life.
 2. Use social awareness and interpersonal 
skills to establish and maintain positive relationships.
 3. Demonstrate ethical decision-making 
skills and responsible behaviors in personal, school, 
and community contexts.
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 Even with specific descriptions connected to 
benchmarks, there are clear limitations that are articu-
lated by New York State. SEL programs articulated 
by the New York State Department of education, as 
previously stated, does not provide a road map as to 
how the programs are implemented beyond the train-
ing of teachers, guidance counselors, and other school 
personnel in implicit bias training (New York State 
Education Department, 2018).
 The problem outlined in this study takes place 
in New York State public high schools. Despite the 
fact graduation rates have steadily improved in a 
multitude of school districts in America, there still is 
an issue with chronic absenteeism, a lack of represen-
tation of Black and Latino students attending special-
ized high schools, magnet schools, special admission 
schools and a disproportionate rate of suspensions for 
Black and Latino students, compared to their White 
and Asian counterparts. 
 In a study by Sullivan and Simonson (2016), 
the premise of their research was based on the fact 
that “In the United States, approximately 39% of new 
refugees are children and youth”.  However, Sulli-
van and Simonson posited that the existing statistics 
may underestimate the true number of child refugees 
worldwide, because children often lack official iden-
tification and, as such, are difficult to monitor” (Sul-
livan & Simonson, 2016, p. 505).  New York State 
has been at the forefront of immigration since the 
formation of the state in 1788 (New-York Historical 
Society, 2020). According to the American Immigra-
tion Council (2017), 
“New York is often considered one of the greatest 
cultural hubs in the country, having welcomed im-
migrants long before the days of Ellis Island. Immi-
grants now account for one-fifth of the state’s total 
population and make up a staggering 25 percent of its 
labor force. As workers, business owners, taxpayers, 
and neighbors, immigrants are an integral part of New 
York’s diverse and thriving communities and make 
extensive contributions that benefit all.” 
 This point of view has gained support. The 
Education Trust - New York is at the vanguard to 
protect the rights of immigrant students.  The research 
the organization has conducted, has uncovered that 
although some New York State school districts that 
include Albany, Uniondale, Buffalo, and New York 
City have emphatically declared that they will protect 
immigrant students, more needs to be done. 

 Students who are immigrants, will need 
all of the support that the public education system 
can provide them with. It is also evident that there 
is a daunting reality that lies before teachers and 
students alike. Individuals in the educational field, 
like never before, are exposed to high-stakes tests, 
substance abuse, suicide, new academic standards, 
and delinquency. In addition, there is an emphasis 
on media and technology, teacher retention and 
interpersonal violence. The list of issues facing 
today’s educators and students is daunting. But 
genuinely effective schools—those that prepare 
students not only to pass tests at school but also 
to pass the tests of life—are finding that social-
emotional competence and academic achievement 
are interwoven and that integrated, coordinated 
instruction in both areas maximizes students’ 
potential to succeed in school and throughout their 
lives. (Zins & Elias, 2007, p. 310)
 Kotter (1988) stated that if educators, poli-
ticians, and comrades of education do not embrace 
a sense of urgency, America will continue to cata-
pult toward obscurity. In a 2015 report published 
by the Pew Research Center, America ranked 
30th in mathematics and 19th in science out of 
71 countries. If America is to compete in the 21st 
century, there must be a renewed vigor to develop 
a strategic plan to embrace science, technology, 
engineering, and mathematics, coupled with 
Every Student Succeeds Act (ESSA) standard that 
are now fully implemented within New York State 
schools (New York State Education Department, 
2019). Nevertheless, the SEL programs will only 
achieve critical mass if the implementation of the 
SEL programs can counteract the historic momen-
tum of classism, sexism, and the oldest “ism” of 
all, “racism” (Kendi, 2016, p. 488). According to 
Carter (2007)  “when racism is involved in trau-
matic events, intensity is often reflected in the 
number of areas of life that are simultaneously af-
fected (work, living, education). The stress of the 
varied forms of racism across a range of settings 
can set the stage for a particularly painful event 
that makes the stress severe and traumatic.” (p. 50). 
Carter’s conclusions are bolstered in no small part 
by the current cacophony of social unrest perme-
ating the American landscape in the wake of the 
recent deaths of Ahmad Arbery, Breonna Taylor, 
and George Floyd, which highlight historic in-
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stitutional racism and its far-reaching tentacles that 
impact every facet of the American existence (Page 
& Tate, 2018). If we do not address the trauma NYS 
students face on a daily basis and are not addressed, 
educational malpractice may become the prevailing 
norm (Centers for Disease Control and Prevention. 
(2018).
 NYS public high schools are replete with the 
hope and aspirations of thousands of students, parents, 
guardians, and staff members who believe in the guid-
ing principle that proposes that all students can and 
will learn, if they are afforded the opportunity to gain 
access to rigorous instruction in a safe and inviting 
atmosphere that believes in racial, class, and gender 
equity (Tatum, 2012, p. 11). However, there is a press-
ing problem among an assortment of problems, and 
that is the school-to-prison pipeline that disproportion-
ately impacts so-called “communities of color” (Elias, 
2013). New York State public schools are predomi-
nantly made up of students of color (Domanico, 2020, 
p. 8), and the impact of their failure leads to a catas-
trophe (Alliance for Excellent Education, 2013). Yet, 
the issue this study seeks to address, is predicated on a 
relatively new-found pathology in the world of educa-
tion in NYS. The problem is the absence of social and 
emotional support systems in high schools throughout 
NYS (Hoerr, 2019). If NYS public high schools are 
unwilling or unable to foster SEL support systems in 
their schools, there is a direct correlation to a decrease 
in graduation rates and to lower student success rates 
in rigorous courses; all of which could lead to a lack 
of employment opportunities, a reduction in earning 
power, and in some instances, it could lead to a greater 
propensity to become a part of the prison industrial 
complex (Bernstein, 2020). Employment opportuni-
ties in New York State dwindle for NYS students in 
particular who do not obtain an adequate educational 
background (U.S. Bureau of Statistics, 2019).
 
Purpose of the Study
 The purpose of this qualitative case study 
was to explore how district and school leaders in the 
NYS public high schools plan, implement, and reflect 
on how they establish social, emotional, and mental 
health support for their male and female scholars in 
high school and improve their academic outcomes. 
This research considered how SEL programs, in par-
ticular the male and female empowerment programs, 
and/or classes, impact student academic growth as 

defined by the ESSA College and Career Readiness 
benchmarks in NYS high schools. SEL is defined as 
recognizing and managing emotions, developing empa-
thy, learning to resolve conflict, and developing cooper-
ation among adolescent peers based on the framework 
outlined by the American Psychological Association 
(2014). The theoretical framework for this study is 
predicated on critical race theory, which outlines the 
need to provide counternarratives to empower histori-
cally oppressed and disenfranchised student popula-
tions.

Research Questions
 1. What are the perceptions held by district and 
high school leaders relating to the need to implement 
social and emotional intervention programs in their 
districts and schools?
 2. What specific plans of action do district and 
high school leaders seek to create in order to address 
the social and emotional challenges of their students?
 3. To what extent are district leaders supporting 
high school leaders in the implementation of social and 
emotional support systems to advance student academic 
success?
 4. How do district and high school leaders de-
termine the effectiveness of their social and emotional 
programs in supporting student academic growth?

Conceptual Framework/Assumptions
 There are a number of assumptions that are in-
cluded in this proposed study. One prominent assump-
tion is the belief that NYS district and school leaders 
are implementing or considering implementing a vari-
ety of SEL programs that promote the academic growth 
of the students they service. Another assumption is 
based on the notion that district and school leaders 
have the cultural and technical skill set to implement 
programs that speak to the pathologies that impact their 
students. A third assumption included in this study rests 
in the idea that district and school leaders are readily 
and willing to discuss their programs and share their 
best practices. Of relevance here is also the assumption 
that leaders participating in this study are able to assess 
their SEL programs and to use the data garnered to 
ensure student success.
 The framework that will be used for this study 
is centered on critical race theory, which emerged from 
scholars, notably Black scholars, examining the limita-
tions in which race, class, and gender were being exam-
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ined in the field of law. The theory first derived from 
what was called “critical legal studies” (Crenshaw, 
2011, p. 1265). As Black intellectuals grew despon-
dent that their voices were not being heard within the 
framework of law, 24 founding members gathered in 
Madison, Wisconsin in 1989 and spawned the term 
“critical race theory” or “CRT” (Brookfield, Closson, 
Johnson-Bailey, Peterson, Sheared & Associates, 2010, 
p. 174-175). CRT develops counter narratives to dispel 
the myths of White superiority and Black inferiority 
(Gillborn, 2006, p. 9). 
 There are three basic tenets that CRT espouses 
(Horsford, 2010, p. 292). The first is predicated on the 
belief that student learning and achievement are at the 
center of the theory. The second tenet is enshrined in 
the notion that the affirmation of Black and Brown 
children’s cultural integrity should always be at the 
forefront of the educational methodology that should 
be incorporated in every classroom. The last tenant 
is for Black and Brown scholars to understand and 
embrace the sociopolitical realities that they should 
occupy and actively work to eradicate any and all im-
pediments to their success (Gilborn, 2006, p. 13).

Significance of the Study
 The possible benefit of this study is rooted in 
the belief that if district and school leaders in NYS 
public high schools embrace and implement SEL 
programs, the benefits will be incalculable regarding 
the students’ long-term success in the world. Thapa, 
Cohen, Guffey, and Higgin-D’Allesandro (2013) re-
vealed that, Teaching and learning represent one of the 
most important dimensions of school climate. School 
leaders and teachers should strive to clearly define the 
sets of norms, goals, and values that shape the learning 
and teaching environment. Research supports the no-
tion that a positive school climate promotes a student’s 
ability to learn. A positive school climate promotes 
cooperative learning, group cohesion, respect, and 
mutual trust. (p. 368)
 Educators can use this research as a template to 
introduce, monitor, and reflect on their SEL implemen-
tation measures to improve students’ academic out-
comes based on the findings in the NYS high schools 
who participated in this research. Policy makers in 
other school districts will be able to utilize the results 
from this research to implement SEL programs in their 
own districts. Although previous research concludes 
that SEL programs are beneficial to the overall success 

of students, both personally and academically, the exist-
ing research does not provide a step-by step process 
or approach that has been created by the practitioners 
who are immersed in the business of producing posi-
tive student outcomes daily. A study conducted in New 
York State, which has the nation's largest school district 
in America may prove to be profoundly valuable to the 
craft of education. The goal of this research is to ad-
dress that gap in the existing literature.
   
Definition of Terms
 College and Career Readiness (CCR) – a stu-
dent who is prepared, can qualify for, and can succeed 
in entry-level, credit-bearing college courses leading to 
a baccalaureate, certificate, or a career pathway-orient-
ed training program without the need for remedial or 
developmental coursework (College and Career Readi-
ness Center, 2019).
 Critical Race Theory (CRT) – a critique of 
prejudice as a system of oppression and exploitation 
that explores the historic and contemporary construc-
tions and manifestations of race in our society with 
particular attention to how these issues are manifested 
in schools. Critical race studies in education there-
fore—like critical pedagogy—is ultimately concerned 
with employing multiple methods and borrowing from 
diverse traditions in the law, sociology, ethnic studies, 
and other fields to formulate a robust analysis of race 
and racism as a social, political, and economic system 
of advantages and disadvantages accorded to social 
groups based on their skin color and status in a clearly 
defined racial hierarchy (Calderon & Ledsma, 2015)
 Culturally Relevant Pedagogy – a conceptual 
framework that recognizes the importance of includ-
ing students’ racial/ethnic backgrounds, interests, and 
lived experiences in all aspects of teaching and learning 
within the classroom and across the school (Ladson-
Billings, 2009). Culturally Relevant Pedagogy (CRP) 
is a philosophical outlook towards one’s approach to 
teaching that informs the what, the how, and the why. 
CRP focuses on the academic and personal success of 
students as individuals and as a collective. It ensures 
students engage in academically rigorous curriculum 
and learning, feel affirmed in their identities and experi-
ences, and develop the knowledge and skills to engage 
the world and others critically. CRP, a pedagogical 
framework coined by Dr. Gloria Ladson-Billings in the 
early ’90s, rests on three fundamental pillars—academ-
ic achievement, cultural competence, and sociopoliti-
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cal consciousness. These three pillars work in tandem 
with one another—in other words, a culturally relevant 
teacher cannot focus on one pillar without also inher-
ently focusing on the others (Teach for America, 2019). 
 Female Empowerment – empowerment, alone, 
is defined as the centrality of empowerment for the 
struggle to achieve gender equality. Furthermore, it 
is based on women being able to be decision makers, 
understanding the issues that affect women and men; 
mobilizing marginalized people, increases in self-
confidence, self-esteem, and a sense of self agency 
(Parpart, Rai & Staudt, 2002). 
 Male Empowerment – Is based on positive, 
as opposed to punitive, discipline in public schools 
requires an environment that supports student and 
school staff capacity to restore, repair, and support 
relationships; build trust; hold individuals and groups 
accountable; and build the skills of students and 
school staff to make effective behavior and actions 
choices. This shift in mindset can only take place 
when there is a change in school culture – the atti-
tudes, customs, and beliefs in schools that often shape, 
impact, and even trump school codes, rules, and poli-
cies. Male empowerment is designed to cultivate posi-
tive relationships, instilling a powerful counter nar-
rative that dispels negative stereotypical images and 
views of males of color; embracing students’ identity, 
developing cultural and community competence and 
moving from pockets of excellence to systematic 
change (Chatmon & Gray, 2015).
 My Brother’s Keeper – an interagency task 
force effort focused on closing and eliminating the op-
portunity gaps faced by boys and young men of color 
so that all young people have the chance to reach 
their full potential. In 2014, former President Barack 
Obama established the My Brother’s Keeper (MBK) 
Task Force at the federal level (New York State Edu-
cation Department, date).
 Performance Indicators – a means to focus on 
specific expectations of a program. The indicators fa-
cilitate the curriculum-delivery strategies and assess-
ment procedures. There is an important first step that 
must come before the development of performance 
indicators, and that is deciding on student outcomes. 
Performance indicators are concrete, measurable per-
formances students must meet as the proof of achieve-
ment (Cunningham, 1986). 
 Scholars – Refers to a high school student who 
obtains academic success as inclusive of academic 

achievement, attainment of learning objectives, 
acquisition of desired skills and competencies, 
satisfaction, persistence, empathy toward others 
and sense of community service toward making 
his or her educational setting and community at 
large better on a social and political level (Gibson, 
Rankin & York, 2015).
 Social and Emotional Learning (SEL) – 
process through which children and adults understand 
and manage emotions, set, and achieve positive goals, 
feel, and show empathy for others, establish and 
maintain positive relationships, and make responsible 
decisions (Collaborative for Academic, Social, and 
Emotional Learning, (CASEL), 2017).
 Student Outcomes – refers to either (a) 
the desired learning objectives or standards that 
schools, and teachers want students to achieve, or 
(b) the educational, societal, and life effects that 
result from students being educated (Great Schools 
Partnership, 2020). 

Delimitations/Scope of the Study
 The scope of this study is to examine how 
social and emotional structures and supports help 
to propel students to achieve academic success 
as defined by the attainment of a New York State 
(NYS) Regents and or advanced NYS Regents di-
ploma. Student success will be defined as access to 
take and achieve success on advanced placement 
(AP) exams, SAT/ACT exams, and to gain en-
trance into a college and/or university, and eventu-
ally entering into the workforce. This research will 
include 8-10 high schools in NYS. Furthermore, 
this research is limited to the leadership structures 
of schools and districts, and it will not consider 
the contributions, views, and values of high school 
students, nor will high school teachers be con-
sidered in the study. The basis of these omissions 
is centered on the assumption that students and 
teachers lack the ability to leverage school lead-
ers to incorporate social and emotional support 
systems in their schools. Therefore, the lack of 
inclusivity omits students’ and teachers’ valuable 
insight into this study. 

Limitations
 The limitation of this study is the possible 
preoccupation of the study’s focus on students who 
demonstrate college and career readiness could 
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prove to be problematic in the sense that it excludes 
students who do not meet the aforementioned bench-
marks as outlined ESSA, there are no interviews or 
interaction with students or teachers for their views 
and perceptions related to social and emotional pro-
grams. The omission of administrators from elemen-
tary and middle schools may also reduce evidence 
pertinent to social and emotional support systems for 
students prior to their entry into high school.
 
Summary/Organization of the Study
America has a mental health problem. According to 
the Association for Children’s Mental Health (2020), 
“Children and youth with mental health challenges 
sometimes experience difficulty at school for a va-
riety of reasons. Mental Health Disorders can affect 
classroom learning and social interactions, both of 
which are critical to the success of students” (p. 1). 
Teachers, school leaders, and school districts are not 
expected to be experts in the field of mental disorders; 
however, they are expected to construct the necessary 
systems and interventions to help build structures that 
support students who not only have mental health 
disorders but need social and emotional supports that 
enhance their opportunities to exemplify academic 
success. This truth is now coming to the forefront of 
school change (Blankstein, 2013, p. 30). However, 
without the implementation of sustained change on 
both the school and district levels, change will remain 
stagnated (Blankstein, 2013, p. 45). Reflecting on 
Kotter’s (1996) change theory as a guiding light, this 
proposed research will be immersed in what Kot-
ter encapsulated as a systematic process for leading 
change. Although critical race theory is the lens by 
which this research is outlined, the change process 
for school and district leaders are always based on a 
process of change. It is hoped that the results of this 
research will help leaders, who embrace change and 
incorporate social and emotional practices, experience 
the longitudinal benefits of student success as defined 
by ESSA.  
 Education policy either advances the interest 
of the communities that it serves or tacitly destroys 
the communities that it serves (Tanner, 1998). NYS 
is at the forefront of educational change in America. 
NYS is a mosaic that allows for a plethora of com-
munities to exist in proximity to each other. In NYS, 
one can be in Chinatown on one day, and in Little 
Italy the next. One can be in Jamaica in one commu-

nity and find themselves in predominantly Anglo-Saxon 
communities in another part of the state. The diversity 
present in New York State demands that education be 
developed for all. Nevertheless, make no mistake about 
it, just miles away in the suburbs of Westchester Coun-
ty or the counties of Long Island or even within the 
confines of NYC’s five boroughs, rests the ugly head of 
segregation that impacts communities and thereby the 
schools those communities serve. Meritocracy, color 
blindness, and post-racialism are but illusions that need 
to be dispelled if students in NYS are to be provided 
with the social and emotional supports needed to navi-
gate in an ever-increasingly changing world.
 This research will qualitatively identify three 
overarching issues. The first issue will be based on 
the benefits of SEL programs, the second how leaders 
incorporate SEL programs, and lastly the need for CRT. 
There is a renewed sense of urgency that is evident. 
More attention is being devoted to programs that pro-
mote the mental health of students than ever before. A 
number of recent studies, including the 2007 issue of 
Preventing Chronic Disease: Public Health Research, 
Practice and Policy (Freudenburg, 2007, p 5), reveals 
that there is a clear correlation between educational at-
tainment and health. SEL is a key element to the overall 
health of the American populace. Gone are the days 
where teachers are expected to simply teach the students 
in their care and prepare them for high-stakes tests. 
Now, more than ever, teachers are expected to be profi-
cient in modalities that speak to the child’s academic as 
well as mental health needs (Bernstein, 2020, p. 6).
 Social and emotional programs are usually 
scheduled at the end of a school day. Logistically, 
school leaders are usually more concerned with stu-
dents developing academic competency in their core 
courses, as opposed to incorporating structures that 
promote mental, social, and emotional wellness. School 
leaders must be cognizant of the fact that programs that 
operate after school are usually not operated by school 
staff members who have developed a rapport and rela-
tionships with students over the course of time (After-
school Alliance, 2020).
CRT allows those who incorporate the practice of it 
into their pedagogical approaches to embody the artistic 
nature of the profession. Teachers can identify them-
selves as being a part of a community that believes that 
all scholars will achieve success, not just a number of 
the exceptional ones (Yeager, 2017). Children and their 
educational outcomes are at the forefront of this pro-
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posed research. In NYS schools and, for that matter, 
all American schools, there must be an unrelenting 
persistence to develop systems that cater to the most 
at-risk population, the children. (Kohn, 1999). 
 There is a plethora of research centered around 
SEL systems that seek to enhance the academic out-
comes of students (Durlak & Weissberg, 2011, pp. 
1-3). Research has revealed that schools are the criti-
cal aspects of the foundational principles of the Amer-
ican system (Center on Education Policy, 2007, pp. 
7-8). There is no single approach to SEL; however, a 
multi-layered approach that seeks to involve teachers, 
counselors, students, parents, and community, coupled 
with mental health providers and social workers in 
the process of school change, has been believed to be 
a productive step in the development of adolescents 
(Center on Education Policy, 2007, p. 16). Different 
SEL programs do share a number of commonalities, 
which “include the notion that the heart of SEL should 
be to improve what are known as life skills and aca-
demic achievement” (McKown, 2017, p. 161). 
 We live in an era where school support sys-
tems are obsolete if they do not include mental 
health and social and emotional modalities that seek 
to address the whole spectrum of trauma and issues 
that students face on a daily basis (Finigan-Carr, 
2017, p.3). Schools throughout the country, including 
schools in NYS, are beginning to understand the enor-
mous value social and emotional systems play in the 
short- and long-term success of their schools (DeSo-
cio & Hootman, 2004). SEL programs must meet the 
threshold of basic fundamental skills sets that include 
self-awareness, social awareness, responsible decision 
making, self-management, and relationship manage-
ment (Jones & Bouffard, 2012).
 The purpose of this qualitative case study was 
to explore how district and school leaders in New York 
State public high school’s plan, implement, and reflect 
on how they establish social, emotional, and mental 
health support for their male and female scholars, in 
high school, to improve their academic outcomes. 
This research will consider how SEL male and female 
empowerment programs, which are under new levels 
of scrutiny in New York State in particular, in addition 
to the other northeastern regions with the advent of 
non-gender-specific classifications, impact student aca-
demic growth as defined by the ESSA (Every Student 
Succeeds Acts) College and Career Readiness bench-
marks (U.S. Department of Education, 2020). 

 SEL is defined as recognizing and managing 
emotions, developing empathy, learning to resolve 
conflict, and developing cooperation among adoles-
cent peers based on the social and emotional definition 
outlined by the American Psychological Association 
(2018). The theoretical framework that is used in this 
study is predicated on Critical Race Theory (Calderon 
& Ledesma, 2014, P. 209). CRT is in no small way 
based on the need to provide counter narratives to 
empower historically oppressed and disenfranchised 
student populations. The key to CRT is to negate the 
devaluation of all aspects of non-White sensibilities 
of community, culture, and consciousness. The notion 
of American racism must be challenged at its core, 
according to Critical Race Theory, “CRT insists that 
racism be placed at the center of analyses and that 
scholarly work be engaged in the process of rejecting 
and deconstructing the current patterns of exclusion and 
oppression” (Gilborn, 2006, p. 15). Schools in the cur-
rent landscape are bombarded by ever-growing diverse 
populations to which they must cater (Quick, Halley & 
Davies, 2016).
 Furthermore, changing demographics, espe-
cially in NYS public high schools, which are nestled 
in neighborhoods that are impacted by gentrification, 
struggle to service a population of seemingly displaced 
residents who grapple to survive with an influx of new 
residents who have obtained economic prosperity and 
now are at the forefront of neighborhood change (Na-
tional Community Reinvestment Coalition, 2019). The 
changing of the landscapes of neighborhoods, again, 
which is due in part to gentrification, often leads exist-
ing residents to view so-called newcomers as invaders 
who perpetually disrespect the norms and values of 
their neighborhood (Callinan, 2019). The lack of unity 
and structural fragmentation that exist further exasper-
ates the community as they witness changes that they 
can neither slow down nor stop (Pearsall, 2012, pp. 
1013-1026). 
 The theory that used in this research is based 
on Critical Race Theory (CRT); which proposes that 
“Everyday racism is enacted through direct and indi-
rect means in which indirect enactments occur in the 
development and application of policy and procedures 
as well as in media portrayals of Blacks and people 
of Color” (Carter, 2007, p. 22). The individual racist 
need not exist to note that institutional racism is per-
vasive in the dominant culture (Kendi, 2016, p. 484). 
This is the analytical lens that CRT uses in examining 
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existing power structures. CRT identifies that these 
power structures are based on White privilege and 
White supremacy, which perpetuates the marginaliza-
tion of people of color. CRT also rejects the traditions 
of liberalism and meritocracy. Legal discourse says 
that the law is neutral and colorblind, however, CRT 
challenges this legal “truth” by examining liberalism 
and meritocracy as a vehicle for self-interest, power, 
and privilege. CRT also recognizes that liberalism and 
meritocracy are often stories heard from those with 
wealth, power, and privilege. These stories paint a 
false picture of meritocracy; everyone who works hard 
can attain wealth, power, and privilege while ignor-
ing the systemic inequalities that institutional racism 
provides (UCLA School of Public Affairs, 2009). 
 Furthermore, Post Traumatic Slave Syndrome 
(Leary, 2008) also serves as a pivotal role in the lives 
of students in America, whether they consciously 
or unconsciously know and understand the role and 
function that racism has on their mental makeup 
(Leary, 2008). Trauma impacts Americans on a vari-
ety of levels. In regard to adolescents, they manifest 
the trauma that they are subjected to at home and 
beyond, through social learning theory, which is tak-
ing on the trauma of others, based on environmental 
factors, which are in turn normalized (Leary, 2008)
 This research examined how social and emo-
tional support systems build emotional health, charac-
ter development, and resiliency that translates into the 
academic success of students in high schools in New 
York State, which will lead to long-term success in 
higher education and improve students’ quality of life. 
 A qualitative research design methodology 
was employed to analyze how stress- and mental 
health related trauma can be combated with social 
and emotional support systems. The support sys-
tems are for all scholars in high school who can be 
provided with anchors that they can refer to, look 
to, and can be provided with assistance to improve 
their life outcomes (Carter, 2007). Creswell (2015) 
believed there is a step-by-step method to conducting 
research. Contained in this qualitative research pro-
cess is the selection of a prevalent issue or problem 
that impacts society (Creswell, 2015), in this research, 
the issue concerns one of America's most precious 
resources, — our children. The sample for this study 
was derived from a population of NYS high school 
principals and district office leaders. The sample will 
include both women and men who hold governance 

and leadership positions in NYS public high schools 
and school districts. All the participants will be sea-
soned professionals; therefore, this research will rely 
on the leaders of the schools studied and those leaders’ 
specific experiences. The participants will be randomly 
selected through the NYSDOE’s public email bank and 
through a public search of high school principals and 
district leaders’ names obtained from the NYSED’s 
website. The principals and district leaders who will 
be contacted through phone calls and emails will be 
provided with the purpose of the study, the scope of the 
study, and the historical implications the study could 
provide to educational research.
 This research utilized an interview protocol 
composed of open-ended interview questions to col-
lect the data for this study. The research questions were 
developed with the assistance of an expert panel that 
included a former Deputy Superintendent, a current 
Superintendent, current and former principals, and indi-
viduals who hold doctoral degrees. Notes were taken 
during the interviews, and the interviews were captured 
on a device called the Olympus WS-853 voice recorder. 
After the interviews were conducted, the recordings 
were transcribed to capture the thoughts and ideas of 
the participants during the interviews. The participants 
were interviewed in their schools and/or district offices 
to promote comfortability and openness or through a 
virtual platform (Zoom). An expert panel, consisting 
of principals and superintendents not included in this 
study was developed to examine and vet the interview 
questions that were posed.
 The study included twelve participants. There 
were nine Principal’s and three Superintendents. This 
study included six White American supervisors, four 
African American supervisors, two Latino supervisors 
and consisted of four women and seven men. Each 
principal interviewed had over twenty years of service 
in public education. The three Superintendents also 
possessed over twenty years of experience. All of the 
participants were born and raised in New York State 
except for two respondents. One respondent was born 
and raised in the Midwest; the other was raised in the 
south. All of the respondents outlined a clear com-
mitment to public education and being a catalysis of 
change in their school communities. There is an em-
phasis on race in regard to describing the participants 
in this study based on the studies lens being centered 
on critical race theory. 
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Conclusions and Discussions
 Conclusion One: Most of the participants 
believed that SEL initiatives are critical components to 
ensure the scholars in their care received the skill sets 
needed to promote not only their academic growth, but 
also include soft skills that encompass: a growth mind-
set, the ability to adapt, a strong work ethic and the 
ability to manage one’s emotions. Conclusion Two: 
Principals and superintendents have created plans 
of action that institute SEL programs that intention-
ally target the scholars that they believe benefit from 
intervention and prevention programs through the lens 
of emotional intelligence. Conclusion Three: Superin-
tendents have created the conditions necessary for the 
implementation of SEL programs in their district high 
schools. Conclusion Four: District and high school 
leaders determined the effectiveness of their social and 
emotional programs, by examining various types of 
data. The participants in this research study divulged 
that the analysis of data in the form of attendance pat-
terns, graduation rates, credit accumulation and the at-
tainment of Regents diplomas are always omnipresent 
in their mind. Schools and districts in New York State 
are judged by the previously mentioned benchmarks. 
Notwithstanding, the participants also acknowledged 
that there were additional metric points that determine 
if their SEL programs are viable and effective.
 
Recommendations
Recommendation for policy
It is recommended that a policy be established to 
implement MBK (My Brother’s Keeper) classes and 
MSK (My Sister's Keeper) classes universally, from 
grade K through 12 in all NYS public schools. This 
will help scholars acclimate to high school expecta-
tions, develop long-term and short-term plans of 
action that promote college and career readiness. 
Furthermore, scholars would receive mentorship 
from trained teachers. Non-government agencies 

and community-based organizations could provide 
academic support and engage in practices that address 
anxiety, trauma, and conflict resolution through the lens 
of social justice. The New York State department of 
Education in fact has an existing My Brother’s Keeper 
initiative. However, the institutionalization of MBK and 
MSK throughout the K through 12 system could pro-
vide incalculable benefits and help to operationalize the 
national milestones outlined in the initiative Additional-
ly, policies should be mandated for all schools, private, 
public and charter, to implement research-based social 
emotional learning programs that are infused through-
out the school day and meets the needs of all students 
within a school.

Recommendation for Practice
School leaders, district leaders and the New York State 
Board of Regents members, need to address strategic 
programming and partnerships. This could be accom-
plished by strategically programming advisories or em-
powerment classes within the confines of the school’s 
program. The advisories and empowerment classes 
could be based on providing mentoring services, aca-
demic supports, conflict resolution, community build-
ing, entrepreneurship, Career and College Planning, 
Restorative Circles, and trauma informed practices 
during the school day. The intervention and prevention 
programs through the lens of emotional intelligence, 
should help to mitigate Post Traumatic Stress Disorders. 
 The second recommendation is for the devel-
opment and perpetuation of Critical Race Theory and 
anti-bias workshops in all New York State high schools. 
The workshops and seminars should be facilitated by 
investing in long-term relationships with non-govern-
mental and community-based organizations that help to 
counteract institutional racism, bigotry and economic 
inequality in poor working-class communities and afflu-
ent communities. 

60



  N
EW

 YORK ACADEM
Y    O

F PUBLIC EDUCATIO
N

References

Ali, M, A. & Yusof, H. (2011). Quality in Qualitative Studies: The Case of Validity, Reliability and
Generalizability. Issues In Social and Environmental Accounting. 5. 25. 10.22164/isea. v5i1.59.

Alliance for Excellence in Education. (2013). Crime Rates Linked to Educational Attainment.
 1201 Connecticut Avenue, NW Suite 901 Washington, DC 200036. Retrieved from All4ed.org. 
Alemu, D. S. (2016). Dissertation Completion Guide: A Chapter-by-Chapter Nontechnical 
Guide for Graduate Research Projects. Proficient Professionals Group, LLC. Latham, NY.
Amin, Reema. (2019). Chalkbeat. Oct 30, 2019. Chalkbeat National, New York, and Newark,   
1239 Broadway 703B, New York, NY 10001.
American Civil Liberties Union. (2016, October 31). New city suspension data shows 
suspensions are down but racial disparities persist. ACLU [Website].https://www.aclu.org/press-releases/new-city-
suspension-data-shows-suspensions-are- down-racial-disparities-persist
American Immigration Council. (2017). Immigrants in New York. Retrieved from 
https://www.americanimmigrationcouncil.org/research/immigrants-in-new-york
American Psychological Association. (2014). Top 20 principles from Psychology for PreK-12 
Teaching and Learning: Coalition of Psychology in Schools and Education. Retrieved from
https://www.apa.org/ed/schools/teaching-learning/top-twenty/principles/social-emotional-learning
Ancelin, M., Chaudieu, I., Ryan, J. & Saffery, R., (2016). Biological underpinnings of trauma & PTSD: focusing 
on genetics & epigenetics. Future Medicine Ltd, Unitec House, 2 Albert Place, London, N3 1QB, UK. Retrieved 
from www.futureofmedicine.com
Anderson, E. (2008). Against the Wall: Poor, Young Black, and Male. University of Pennsylvania Press. Philadel-
phia, Pennsylvania 19104-4112. 
Anderson, G. L. (1998). Toward Authentic Participation: Deconstructing the Discourses of Participatory Reforms 
in Education. American Educational Research Journal.  Volume: 35 issue: 4, page(s): 571-603. 
Anstey, P. R. (2011). John Locke and Natural Philosophy. Oxford University Press.
ASCD. (2012). Making the Case for Educating the Whole Child. 1703 North Beauregard 
Street Alexandria, Virginia 22311-1714 USA. Retrieved from http://www.ascd.org/
Association for Children’s Mental Health (2020).  Association for Children’s Mental Health
6017 W. St. Joseph Hwy., Suite #200, Lansing, Michigan 48917. Retrieved from http://www.acmh-mi.org/
Badger, E. (2016). ‘White flight’ began a lot earlier than we think. The Washington Post. 
Retrieved from https://www.washingtonpost.com/news/wonk/wp/2016/03/17/white-
flight-began-a-lot-earlier-than-we-think/Benbow, M. (2010). Birth of a Quotation: Woodrow Wilson and “Like 
Writing History withLightning”. The Journal of the Gilded Age and Progressive Era, 9(4), 509-533. doi:10.1017/
S1537781400004242
Bell, D. (1992). Faces at the bottom of the well: The permanence of racism.
Berkowitz, M. W. & Bier, M. C. (2007). What Works in Character Education? Journal of Research in Character 
Education, 5(1), 2007, pp. 29–48
Bernstein, L. (2020). An educator's guide to developing social-emotional learning skills in  
K-12 students. Retrieved from https://xello.world/wp-comtent/uploads/Strategies-for-
Developing-Your-Students-SEL-Skills_E02.pdf
Blankstein, A. M. (2013). Failure is not an option: 6 principles for making student success the only option. Thou-
sand Oaks, Calif: Corwin Press. Third Edition
Bloodworth, M. R., Walberg, H. J., Weissberg, R., p. & Zins, J. E. (2007).  The Scientific Base Linking Social and 
Emotional Learning to School Success. The  Journal of Educational and Psychological Consultation. Issue 2-3. 
Brimley, V., Verstegen, D. A., & Garfield, R. R. (2012). Financing education in a climate of change. Boston: Pearson.
Bourke, R., Loveridge, J. Editorial: Educational Research and Why It’s Important. NZ J Educ 
Stud 52, 207–210 (2017). https://doi.org/10.1007/s40841-017-0093-0

61



  N
EW

 YORK ACADEM
Y    O

F PUBLIC EDUCATIO
N

Bouffard, S.M. & Jones, S.M. (2012). Social and emotional learning in schools: From programs 
to strategies. Social Policy Report, 26 (4), 1-33.  
Brookfield, Stephen D, Collin, Scipio A.J., Johnson-Bailey, Juanita, Peterson, Elizabeth, 
Sheared, Vanessa & Associates. (2010). The Handbook of Race and Adult Education: A Resource for Dia-
logue on Racism. John Wiley & Sons, Inc. Published by Jossey-Bass. A Wiley Imprint. 
Brummett, Quentin & Reid, Davin. (2019). The Effects of Gentrification on the Well-Being and 
Opportunity of Original Resident Adults and Children.
Buchanan, Rohana, Juskelis, Michael, P., Merrell, Kenneth, W. & Tranm Oanh, K. (2008). 
Social and Emotional Learning in the Classroom: Evaluation of Strong Kids and Strong Teens on Students’ 
Social-Emotional Knowledge and Symptoms. Journal of Applied School Psychology, Vol. 24 (2), 2008 Re-
trieved from http://japps.haworthpress.com.
Bureau of Labor Statistics, Current Population Survey. (2017). Division of Labor Force StatisticsPSB Suite 
46752 Massachusetts Avenue NE. Retrieved from https://www.bls.gov/cps/
Calderon, D., & Ledesma, M. C. (2015). Critical race theory in education: A review of past 
literature and a look to the future. Qualitative Inquiry, 21(3), 206-222. doi:10.1177/1077800414557825 
Callinan, Stuart. (2019). Gentrification of two New Jersey Cities: An Analysis of Population 
Changes in Jersey City, NJ and Hoboken, NJ. 
Captanian, A. (2019, June 18). Does gentrification displace poor children? New evidence from 
New York City Medicaid data. The Stoop [NYU Furman Center Blog, Research & Policy]. https://www.bls.
gov/cps/https://furmancenter.org/thestoop/entry/does-gentrification-displace-poor-children-new-evidence-
from-new-york-city
Carmichael, Stokely & Hamilton, Charles V. (1967). Black Power: The Politics of Liberation. Vintage Books. 
A Division of Random House, Inc. New York. 
Carter, Prudence & Warikoo, Natasha. (2009). Cultural Explanations for Racial and Ethnic Stratification in 
Academic Achievement: A Call for a New and Improved Theory.  Review of Educational Research Spring 
2009, Vol. 79, No. 1, pp. 366–394 DOI: 10.3102/0034654308326162 © 2009 AERA. Retrieved from http://rer.aera.net.
Carter, T. Robert. (2007). Racism and Psychological and Emotional Injury: Recognizing and Assessing Race-
Based Traumatic Stress. The Counseling Psychologist. Teachers College. Columbia University.  525 West 
120th Street. New York, NY 10027.
Cato Institute. (2017). The U.S.-China Trade War. Is There an End in Sight? Retrieved from  https://www.
cato.org/cato-journal/winter-2020/us-china-trade-war-there-end-sightCelene E. Domitrovich, Catherine P. 
Bradshaw, Jeanne M. Poduska, Kimberly Hoagwood,     
Jacquelyn A. Buckley, Serene Olin, Lisa Hunter Romanelli, Philip J. Leaf, Mark T. Greenberg &   Nicho-
las S. Ialongo (2008) Maximizing the Implementation Quality of Evidence-Based Preventive Interven-
tions in Schools: A Conceptual Framework, Advances in School Mental Health Promotion, 1:3, 6-28, DOI: 
10.1080/1754730X.2008.9715730
Centers for Disease Control and Prevention. (2018). Youth Risk Behavior Surveillance – 
United States, 2017. Morbidity and Mortality Weekly Report, 67(8). Retrieved from https://www.cdc.gov/
healthyyouth/data/yrbs/pdf/2017/ss6708.pdf - PDF
Centers for Disease Control and Prevention. (2018). Centers for Disease Control and Prevention, 1600 Clifton 
Road, Atlanta, GA 30329 USA. Retrieved from https://www.cdc.gov/
Center on Educational Policy. (2007). Why We Still Need Public School. 1001 Connecticut 
Avenue NW, Suite 522 Washington, D.C. 20036. Retrieved from https://files.eric.ed.gov/fulltext/ED503799.pdf
City of New York. (2019, January 30). Mayor de Blasio and Chancellor Carranza announce
record high graduation rate. https://www1.nyc.gov/office-of-the-mayor/news/064-19/mayor-de-blasio-chan-
cellor-carranza-record-high-graduation-rate#/0
Chalbeat. (2019). Chalkbeat New York. https://www.google.com/aclk?sa=l&ai=DChcSEwjWv8Sy8sfsAhUG
CIgJHSgPDY4YABAAGgJxbg&ae=2&sig=AOD64_0AY_X-oJhD6dies7cdvlDVnHORqg&q&adurl&ved=2
ahUKEwiD87yy8sfsAhVOc98KHXuZA2IQ0Qx6BAgOEAE

62



  N
EW

 YORK ACADEM
Y    O

F PUBLIC EDUCATIO
N

Chatmon, Chris & Gray, Richard. (2015). Lifting up our Kings: Developing Black Males in a 
Positive and Safe Space. Creating Safe Passage: Collaborative Approaches to Equitable School Discipline 
Reform. Annenberg Institute for School Reform. Voices in Urban Education. No. 42. Annenberg Institute for 
School Reform Brown University, Box 1985 Providence, Rhode Island 02912 
Cohen, Johnathan. (2006). Social, Emotional, Ethical, and Academic Education: Creating a  Climate for 
Learning, Participation in Democracy, and Well-Being. Harvard Educational Review. Vol. 76 No. 2 Summer 2006.
Cohen, Johnathan, Guffey, Shawn, Higgins-D’Alessandro, Ann & Thapa, Amrit. (2013). A 
Review of School Climate Research.  Review of Educational Research September 2013, 
Vol. 83, No. 3, pp. 357–385 DOI: 10.3102/0034654313483907 © 2013 AERA. http://rer.aera.net 
College and Career Readiness Center. (2019). American Institutes for Research 1000 Thomas 
Jefferson Street, NW Washington, D.C. 20007. Retrieved from http://edstrategy.org/resource/career-readi-
ness-the-every-student-succeeds-act/ Collaborative for Academic, Social and Emotional Learning (CASEL). 
(2017). Retrieved from  http://www.casel.org
Connecticut State Department of Education. (2019). State Department of Education
450 Columbus Boulevard Hartford, CT 06103. https://portal.ct.gov/SDE
 Crenshaw, K. W. (2011). Twenty Years of Critical Race Theory: Looking Back to Move Forward. Connecti-
cut Law Review. Volume 43. Number 5. 
Creswell, J. W., & Creswell, J. D. (2015). Research design: qualitative, quantitative, and 
mixed  methods approaches. Fifth edition. Los Angeles: SAGE.
Cunningham, G. K. (1986). Educational and psychological measurement. Macmillan Publishing.
Davis, G. & Neufeld, B. (2007). Social Theory and Practice. Volume 33, Issue 1. 
Darby, L. (2019). How white supremacy went mainstream in the US: 8chan, Trump, voter 
suppression. The Guardian. (US main office) 61 Broadway New York, NY 10006
Delpit, L. D. (1995). Other people’s children: Cultural conflict in the classroom. New Press. 
DeSocio, J., & Hootman, J. (2004). Children’s mental health and school success. The Journal of
 School Nursing., 20(4), 189-196. doi:10.1177/10598405040200040201
Deutsch, N. & Hurd, N. (2017). SEL-Focused After-School Programs. The Future of Children. Vol 27, No. 1. 
Retrieved from www.futureofchildren.org.
Dixson, A. D. & Rousseau, C. K. (2005) And we are still not saved: critical race theory 
in education ten years later, Race Ethnicity and Education, 8:1, 7-27, DOI: 10.1080/1361332052000340971
Domitrovich, C., E., Joseph, Durlak, A., Greenberg, M. T. & Weissberg, R, p. 
(2017). Social and Emotional Learning as Public Health Approach to Education. The Future of Children. 
Princeton-Brookings. Volume 27, number 1. P. 13-33. 
Dominico, R. (2020) A Statistical Profile of New York’s K-12 Educational Sector: Race, 
Income and Religion. Manhattan Institute.
Doyne, S & Gonchar, M. (2020). New York Times. The Learning Network. Student 
Opinion. Retrieved from https://www.nytimes.com/2020/02/24/learning/how-do-you-
decide-what-news-to-believe-what-to-question-and-what-to-dismiss.html
Dragan, K., E, I., & Glied, S. A. (2019, May). Does gentrification displace poor children? New evidence from 
New York City Medicaid data (NBER Working Paper No. 25809). National Bureau of Economic Research 
(NBER) Program: Children, Health Care, Public Economics. doi:10.3386/w25809
Dunn, D. S., Halonen, J. S. & Smith, R. A., (2008). Teaching Critical Thinking in Psychology: A Handbook 
of Best Practices. Wiley-Blackwell. A John Wiley & Sons, Ltd., Publication.
Durlak, J., Dymnicki, A., Schellinger, K. & Taylor, R.. (2011). The impact 
of enhancing students’ social and emotional learning: A meta-analysis of school-based universal interven-
tions. Child Development, Society for Research in Child Development, Inc. All rights reserved. 0009-
3920/2011/8201-0026 DOI: 10.1111/j.1467-8624.2010.01564.x
 Dymnicki, A. PhD., Kidron, Y. & Sambolt, M. (2014). College and Career  Readiness and Success Center at 
American Institutes for Research. 1000 Thomas Jefferson Street NW. Washington, DC 20007-3835.

63



  N
EW

 YORK ACADEM
Y    O

F PUBLIC EDUCATIO
N

Education Week. (2019). Education Week. 6935 Arlington Road, Bethesda MD 20814. Retrieved from https://
www.edweek.org/topics/graduationrates/index.html
Effrem, K. (2019). Social-Emotional Learning: K-12 Education as New Age Nanny State. The Pioneer Institute 
Public Policy Research.
Elias, M.J., Zins, J.E., Graczyk, P.A. and Weissberg, R.P., 2003, Implementation, sustainability,
and scaling up of social-emotional and academic innovations in public schools.  School Psychology Review, vol. 
32, no. 3, pp. 303–319.    
Farley, C., Stewart, K., & Kemple, J. (2019, July 8). Spotlight on NYC schools: How has 
attendance in NYC schools changed over time? The Research Alliance for New York City Schools [Website]. https://
research.steinhardt.nyu.edu/site/research_alliance/2019/07/08/how-has-attendance-in-nyc-schools-changed-over-time/
Federal Reserve Economics Data. (2020). U.S. Bureau of Statistics. Postal Square Building2 Massachusetts Av-
enue NE Washington, DC 20212-0001. Retrieved from https://www.bls.gov/
Fenzel, L. M., & Richardson, D. K. (2019, Spring). Supporting continued academic success,  resilience, and agen-
cy of boys in urban catholic alternative middle school. Journal of Catholic Education, 22(1), Article 21. 
Finnigan-Carr, N. M. & Shaia, W. (2004). School social workers as partners in the  school mission: The compre-
hensive services school social workers provide can address many barriers to student learning. But schools don’t 
always take full advantage of these professionals’ skills. Retrieved from https://kappanonline.org/finigan-carr-
shaia-school-social-workers-partners-school-mission/
Forman, J. (2008). Education for Liberation. Harvard Law & Policy Review. Retrieved 
From https://law.yale.edu/sites/default/files/documents/faculty/forman_james_cv.pdf
Freudenburg, N. (2007, July). From Lifestyle to Social Determinants: New Directions for 
Community Health Promotion Research and Practice. Prev Chronic Dis [serial online] 2007 Jul [date cited]. Avail-
able from: http://www.cdc.gov/pcd/issues/2007/ July/06_0194.htm. 
Freudenberg, N. & Ruglis, J. (2007). Reframing School Dropout as a Public Health Issue. Preventing Chronic Dis-
ease: Public Health Research, Practice and Policy. Volume 4: NO. 4. October 2007. Retrieved from www.cdc.gov/
pcd/issues/2007/oct/07_0063.htm. Centers for Disease Control and Prevention.
Frey, Fisher, & Smith. (2019). All Learning Is Social and Emotional: Helping Students Develop
Essential Skills for the Classroom and Beyond. ASCD. 1703 North Beauregard St. Alexandria, VA 22311-1714.
Georgetown University Center on Education and the Workforce analysis of data from the US 
Census. (2018). McCourt School of Public Policy. 3300 Whitehaven Street, N.W. Suite 3200. Washington D.C. 20007
Gibson, C., Rankin, S., & York, T. (2015). Defining and Measuring Academic  Success. Practical Assessment, Re-
search, and Evaluation: Vol. 20, Article 5. DOI: https://doi.org/10.7275/hz5x-tx03 
Gillborn, D. (2006) Critical Race Theory and Education: Racism and anti-racism in 
educational theory and praxis, Discourse: Studies in the Cultural Politics of Education, 27:1, 11-32, DOI: 
10.1080/01596300500510229
Great Schools Partnership. (2020). About the great schools partnership. 
https://www.greatschoolspartnership.org/about/about-gsp/
Griffith, D. W. (1915). Birth of A Nation. David W. Griffith Corporation. Retrieved from 
https://www.imdb.com/search/title/?companies=co0159923
Haltwainger, J. (2020). Trump has repeatedly been endorsed by white supremacist groups 
and other far-right extremist, and they’ve looked to him as a source of encouragement. Business Insider. Retrieved 
from https://www.businessinsider.com/trumps-history-of-support-from-white-supremacist-far-right-groups-2020-9
Harris, A. P. (2019) Racing Law: Legal Scholarship and the Critical Race Revolution, Equity & Excellence in Edu-
cation, 52:1, 12-23, DOI: 10.1080/10665684.2019.1627957. Retrieved from https://www.tandfonline.com/doi/abs/
10.1080/10383441.2005.10854555
Hauslohner, A. & Miroff, N. (2020). Trump official threaten to expand retaliation for sanctuary policies to more 
states as N.Y. residents are kicked out of Global entry. The Washington Post. Retrieved from Trump retaliation 
against 'sanctuary' policies could expand as     www.washingtonpost.com › immigration › 2020/02/06

64



  N
EW

 YORK ACADEM
Y    O

F PUBLIC EDUCATIO
N

Hays, N. A., & Bendersky, C. (2015). Not all inequality is created equal: Effects of status versus power hierarchies 
on competition for upward mobility. Journal of Personality and Social Psychology, 108(6), 867–882. Retrieved 
from  https://psycnet.apa.org/doi/10.1037/pspi0000017
Hoerr, T. R. (2020). Taking Social and Emotional Learning Schoolwide: The Formative Five Success Skills for 
Students and Staff. ASCD. Alexandria, Virginia. 
Hoffman, D. (2009, June). Reflecting on social emotional learning: A critical perspective on trends in the United 
States. Review of Educational Research, 79(2), 533-556. doi:10.3102/0034654308325184 
Holloway, J. H. (2003). Research Link / What Promotes Racial and Ethnic Tolerance. Educational Leadership. 
Retrieved from http://www.ascd.org/publications/educational-leadership/mar03/vol60/num06/-What-Promotes-
Racial-and-Ethnic-Tolerance%C2%A2.aspx
Horsford, S. D. (2010). Mixed Feelings about Mixed Schools: Superintendents on the Complex Legacy of School 
Desegregation. Educational Administration Quarterly 46(3) 287-321 © The University Council for Educa-
tional Administration 2010 Reprints and permission: http://www. sagepub.com/journals Permissions. nav DOI: 
10.1177/0013161X10365825 http://eaq.sagepub.com
Hurd, N., & Deutsch, N. (2017). SEL-focused after-school programs. The Future of Children, 27(1), 95-115. 
Israel, J. (2006). The Enlightenment Contested: Philosophy, Modernity, and the Emancipation of Man. 1670-1752. 
Oxford United Press. 
Jacobs, L., & Skocpol, T. (2007). American democracy in an era of rising inequality. In Inequality and American 
Democracy: What We Know and What We Need to Learn (pp. 1-18). Russell Sage Foundation.
Jones, M. S., & Bouffard, M. (2012). Social and emotional learning in schools: From programs  to strategies. Shar-
ing Child and Youth development Knowledge, 26(4), 1-33. https://doi.org/10.1002/j.2379-3988.2012.tb00073.x
Karenga, M. (1993). Introduction to Black Studies. Los Angeles, CA : University of  Sankore Press, 2010. Fourth edition. 
Kendi, I. X. (2016). Stamped from the beginning: The definitive history of racist ideas in 
America. New York: Nation Books.
Kirk, D. J., Miller, M. L., Miller, R. A. P. M. M. L. (2016). Reliability and Validity in 
Qualitative Research. United States: SAGE Publications.
Klein, N. (2017). No Is Not Enough: Resisting Trump's Shock Politics and Winning the World We Need. Haymar-
ket Books. P.O. Box 180165, Chicago, IL 60618.
Kohn, A. (1999). The schools our children deserve: Moving beyond traditional classrooms and “tougher stan-
dards”. Boston: Houghton Mifflin.
Kotter, J. P. (1996). Leading change. Boston, Mass: Harvard Business School Press.
Krasnoff, B. (2014). A Practitioner’s Guide to Educating Traumatized Children. Education 
Northwest. 101 SW Main, Ste. 500. Portland, OR. 97204-3213
Ladson-Billings, G. (1994). The dreamkeepers: Successful teachers for African American children (1st ed.). Jossey-Bass.
Leary, Joy DeGruy. (2005) Post Traumatic Slave Syndrome : America's Legacy of Enduring 
Injury and Healing. Uptone Press
Lynn, M., Parker, L. Critical Race Studies in Education: Examining a Decade of Research on 
U.S. Schools. Urban Rev 38, 257–290 (2006). https://doi.org/10.1007/s11256-006-00355
Marrereo, A. F. (2016). Barriers to school success for Latino students. Journal of Education and 
Learning, 5(2), 180-186. doi:10.5539/jel.v5n2p180
Meatto, K. (2019). Still Separate, Still Unequal: Teaching about Segregation and Educational 
Inequality. New York Times. https:www.newyorktimes.com. 
McCormick, M. P., Cappella, E., O’Conner, E. E., and McClowry, S. G. (2015). Social-
emotional learning and academic achievement: using causal methods to explore classroom-level mecha-
nisms. AERA Open 1, 1–26. doi: 10.1177/2332858415603959
Mckown, C. (2017). Social-Emotional Assessment, Performance, and Standards. The Future of Children  Social 
and Emotional Learning  pp. 157-178  Published By: Princeton University

65



  N
EW

 YORK ACADEM
Y    O

F PUBLIC EDUCATIO
N

Metropolitan Center for Research on Equity and the Transformation of Schools. (2020). A study 
developed by the National Affairs. (2020). National Affairs Inc. and the American Enterprise Institute. 1789 Mas-
sachusetts Ave. NW. Post Box Office 3000. Washington D.C. 20036.
National Community Reinvestment Coalition. (2019). 740 15th Street, NW, Suite 400  ashington, DC 20005.
National Center for Postsecondary Improvement. (2003). Stanford Institute for Higher Education
Research (SIHER). Stanford University School of Education. CERAS Building, 520 Galvez Mall Stanford, CA 
94305-3084. Retrieved from https://web.stanford.edu/group/ncpi/unspecified/student_assess_toolkit/interviews.html
Neem, J. N. (2017). Democracy’s Schools: The Rise of Public Education in America. Johns Hopkins University Press
New Jersey Department of Education. (2019). State of New Jersey, 1996-2020
Department of Education PO Box 500, Trenton, NJ 08625-0500. Retrieved from https://www.nj.gov/education/
Newman, B. & Griffin, J. D. (2008). Minority Report: Evaluating Political Equality in America. The University of 
Chicago Press.
New York City Council 2017-2018. 250 Broadway, New York, New York. 10007. Retrieved 
from https:council.nyc.gov. 
New-York Historical Society. (2020). New York Chamber of Commerce. Jacob H Schiff (Jacob 
Henry), 1847-1920.; W. E Dodge (William Earl), 1832-1903.; Charles Stewart Smith; William L. Strong 1827-
1900.; Morris Ketchum Jesup 1880-1908.; Columbia University.
New York: s.n. 1898. 170 Central Park West at Richard Gilder Way (77th Street) New York, NY 10024.
New York State Education Department. (2015-2019).  New York State Education Building
89 Washington Avenue Albany, NY 12234 Retrieved from www.nysed.gov/mbk/my-brotherskeeper
New York State Anti-Hate Crime Resource Guide. (2020). Retrieved from 
https://www.ny.gov/we-are-all-immigrants/new-york-state-anti-hate-crime-resource-guide
New York State Assembly. (2018). NEW YORK STATE ASSEMBLY MEMORANDUM IN 
SUPPORT OF LEGISLATION submitted in accordance with Assembly Rule III, Sec 1(f). BILL NUMBER: 
A3887B. SPONSOR: Nolan (MS). TITLE OF BILL:  An act to amend the education law, in relation to clarifying 
health education
New York State Department of Education. (2017-2020). Retrieved from  http://www.nysed.gov/
No Child Left Behind Act of 2001, P.L. 107-110, 20 U.S.C. § 6319 (2002). Retrieved from 
https://files.eric.ed.gov/fulltext/ED556108.pdf
Page, D. & Tate, SA. (2018) Whiteliness and institutional racism: hiding behind 
(un)conscious bias, Ethics and Education, 13:1, 141-155, doi: 10.1080/17449642.2018.148718
Park, I. (2005). Teacher commitment and its effects on student achievement in American high schools, Educational 
Research and Evaluation, 11:5, 461-485, DOI: 10.1080/13803610500146269
Parpart, J. L. and Rai, S. and Staudt, K., eds. (2002) Rethinking empowerment : 
gender and development in a global/local world. Routledge/Warwick studies in globalisation (No.3). London : New 
York: Routledge. ISBN 0415277698
Pearsall, H. (2018). Just Green Enough: Urban Development and Environmental 
Gentrification. p. 1013-1026. Routledge Taylor and Francis Group. 711 Third Avenue, New York, NY 10017.
Perea, J. F. (1997). Immigrants Out! The New Nativism and the Anti-Immigrant Impulse in 
the United States. United Kingdom: NYU Press.
Polin, C. & Polin, R. (2006). Foundations of American Political Thought. Peter Lang Publishing, Inc., New York. 
29 Broadway, New York10006.
Pollock, M. (2004). Colormute: Race talk dilemmas in an American school. Princeton University Press.
Ponterotto, J. G. (2006). Brief Note on the Origins, Evolution, and Meaning of the Qualitative 
Research Concept Thick Description. The Qualitative Report, 11(3), 538-549. Retrieved from http://nsuworks.nova.
edu/tqr/vol11/iss3/6
Porter, M. (1998). Kill them before they grow: The misdiagnosis of black boys in American classrooms. African 
American Images.
Preventing Chronic Disease: Public Health Research, Practice and Policy. (2007). issue of Research Alliance calcu-

66



  N
EW

 YORK ACADEM
Y    O

F PUBLIC EDUCATIO
N

lations based on Special Education Student Information System (SESIS) data obtained from the NYC Department 
of Education. (year).
RULER. (year). a Yale based initiative that Sanford Harmony program. (year). https://www.sanfordharmony.org/
Quealy, K. & Miller, C. (2017). Democracy in America. How is it doing? The New York Times. Retrieved from 
https://www.nytimes.com/2017/02/23/upshot/democracy-in-america-how-is-it-doing.html
Quick, K., Potter, H. & Davies, E. (2016). A New Wave of School   
  Integration. Districts and Charters Pursuing Socioeconomic Diversity. Retrieved from 
https://tcf.org/content/report/a-new-wave-of-school-integration/
Reimers, F. (2000). Unequal Schools, unequal Chances: The Challenges to Equal Opportunity in the Americas. 
Published by Harvard University. David Rockefeller Center for Latin American Studies.
Rothenburg, P. S. (2016). Race, class, and gender in the United States: an integrated study. New York: St. Martin's Press,
Sandford Harmony Program. (2020). Sandford Harmony. Retrieved from https://www.sanfordharmony.org/
Salovey, P., & Mayer, J. D. (1990). Emotional Intelligence. Imagination, Cognition and Personality 9(3), 185–211. 
https://doi.org/10.2190/DUGG-P24E-52WK-6CDG
San Juan Jr., E. (2002). Racism and Cultural Studies: Critiques of Multiculturalist Ideology and the Politics of Dif-
ference. United Kingdom: Duke University Press.
Scharwrtz, M. S.  Trump Tells Agencies To End Trainings On 'White Privilege' And  Critical Race Theory'. Nation-
al Public Radio retrieved from https://www.npr.org/2020/09/05/910053496/trump-tells-agencies-to-end-trainings-
on-white-privilege-and-critical-race-theor
Simmon-Duffin, S. (2020). 'Whiplash' Of LGBTQ Protections and Rights, From Obama To Trump. NPR. Retrieved 
from https://www.npr.org/sections/health  
shots/2020/03/02/804873211/whiplash-of-lgbtq-protections-and-rights-from-obama-to-trump
Singleton, G. E., & Linton, C. (2006). Courageous conversations about race: A field guide for achieving equity in 
schools. Thousand Oaks, Calif.: Corwin Press.
Sleeter, C. (2016). Critical Race Theory and the Whiteness of Teacher Education. Urban 
Education. 52. 10.1177/0042085916668957
Strauss, W. (2019). Talking About Their Generations Making sense of a school 
environment made up of Gen-Xers and Millennials. The Schools Superintendents Association. Retrieved from 
https://www.lifecourse.com/assets/files/article_pdfs/AASA-%20Strauss.pdf
Stromberg, P. Elvis Alive? The Ideology of American Consumerism
Journal of Popular Culture; Oxford Vol. 24, Issue. 3, (Winter 1990): 11. Retrieved from https://onlinelibrary.wiley.
com/doi/abs/10.1111/j.0022-3840.1990.2403_11.x
Sullivan, L. A., & Simonson, R. G. (2016). A systemic review of school-based social-emotional 
interventions for refugee and war-traumatized youth. Review of Educational Research, 86(2), 503-530. 
doi:10.3102/0034654315609419 
Tanner, K. C. (1988). Positive Educational Policy with Negative Impacts on Students. The 
High School Journal. Vol. 72, No. 2 (Dec. 1988-Jan. 1989), pp. 65-72. Published by: University of North Carolina 
Press. Retrieved from https://www.jstor.org/stable/40364850
Tatum, A. W. (2005). Teaching reading to black adolescent males: Closing the achievement gap. 
Portland, Me: Stenhouse Publishers.
Teach for America. (2019). Retrieved from https://www.teachforamerica.org/stories/how-to-engage-culturally-
relevant-pedagogy
Thapa, A., Cohen, J., Guffey, S., & Higgins-D’Alessandro. (2013). A review of school climate research. Review of 
Educational Research, 83(3), 357-385   doi:10.3102/0034654313483907 
The Pew Research Center. (2015). 1615 L St. NW, Suite 800 Washington, DC 20036 USA. Retrieved from https://
www.pewresearch.org/ UCLA School of Public Affairs. (2009). Retrieved from https://spacrs.wordpress.com/what-
is-  critical-race-theory/
USA Today. (2020). 7950 Jones Branch Drive, McLean, Virginia. Retrieved from https://www.usatoday.com/
U.S. News and World Report. (2019). U.S. News and World Report. Washington, D.C. (editorial staff) 120 Fifth 

67



  N
EW

 YORK ACADEM
Y    O

F PUBLIC EDUCATIO
N

Avenue New York City, New York, 10011. Retrieved from https://www.usnews.com/news/best-states/rankings/edu-
cation/prek-12
 ThriveNYC Report. (2019). The Mayor’s Office of New York City. Retrieved from https://thrivenyc.cityofnewy-
ork.us/U.S. Bureau of Labor Statistics. (2019). Retrieved from https://www.bls.gov/opub/mlr/2019/
Vestal, C. (2018). Many Recommend Teaching Mental Health in Schools. Now Two States Will Require It. 
The Pew Charitable Trusts. Retrieved from   https://www.pewtrusts.org/en/research-and-analysis/blogs/stateli-
ne/2018/06/15/many-recommend-teaching-mental-health-in-schools-now-two-states-will-require-it
Voting Rights Act of 1965, Pub. L. 89-110, 79 Stat. 437. Retrieved from https://www.archives.gov/legislative/fea-
tures/voting-rights-1965.
Ward, M. & Kiersz, A. (2020). This map shows how the US really has 11 separate ‘nations’ with entirely different cul-
tures. The Business Insider. Retrieved from https://www.businessinsider.com/the-11-nations-of-the-united-states-2015-7
The Wallace Foundation. (2017). Navigating SEL from the inside out. Looking inside & across 25 leading SEL 
programs: A practical resource for schools and OST providers. Retrieved from https://www.wallacefoundation.org/
knowledge-center/Documents/Navigating-Social-and-Emotional-Learning-from-the-Inside-Out.pdf
Warikoo, N. & Carter, P. (2009). Cultural explanations for racial and ethnic stratification in academic achieve-
ment: A call for a new and improved theory. Review of Educational Research Spring, 79(1), 366-394. 
doi:10.3102/0034654308326162 
Wells, A. S., Fox, L. & Cordova-Cobo, D. (2016). How Racially Diverse Schools and Classrooms Can Benefit All 
Students. The Century Foundation. Retrieved from https://tcf.org/content/report/how-racially-diverse-schools-and-
classrooms-can-benefit-all-students/West, C. (2004). Democracy matters: Winning the fight against imperialism. 
New York: ThePenguin Press.
Yang, M. (2018). Trumpism: A Disfigured Americanism. PALGRAVE COMMUNICATIONS | DOI: 10.1057/
s41599-018-0170-0. Retrieved from https://www.nature.com/articles/s41599-018-0170-0Yeager, D. (2017). So-
cial and Emotional Learning Programs for Adolescents. The Future of Children: Princeton-Brookings. Volume 27. 
Number 1. Retrieved from https://futureofchildren.princeton.edu/file/986/download?token=WkE8Dw_D
Zamudio, M.M. & Russell, C. & Rios, F.A. & Bridgeman, J.L. (2011). Critical race theory matters: Education and 
ideology. Critical Race Theory Matters: Education and Ideology. 1-180. 10.4324/9780203842713.
Zins, E. J., & Elias, J. M. (2007). Social and emotional learning: Promoting the development of 
all students. Journal of Educational and Psychological Consultation, 17(2&3), 233-255. 
doi:10.1080/10474410701413152 
Zins, E. & Elias, J. M. (2007). Social and Emotional Learning: Promoting the Development of All Students. Jour-
nal of Educational and Psychological Consultation, 17 (2 &3), 233-255. DOI: 10.1080/10474410701413152. 
Retrieved from https://doi.org/10.1080/10474410701413152

Adofo A. Muhammad, Ed.D. is the Principal at Bedford Academy High School, Brooklyn, NY.

68



  N
EW

 YORK ACADEM
Y    O

F PUBLIC EDUCATIO
N 69

 

Call for Manuscripts 

The New York Academy of Public Educa>on announces a Call for Manuscripts for its Twel3h Annual 
Research Journal.  

Manuscripts should be submi<ed to the editor at LKAYPATTERSON@aol.com no later than  

April 18, 2023 

ArFcles are to be no less than 1000 words and no more than 10 pages including charts and tables, 

double spaced in #12 Arial font.  Authors should follow the APA Manual 7 guidelines and your review of 

related literature should be wri<en in the past tense. Your submission will be reviewed by the Academy’s 

Peer Review Commi<ee and returned you with any editorial comments/correcFons/ suggesFons/ and 

further instrucFons.  

Please inform the editor of your interest in submiRng an arFcle by February 16, 2023.  

Topics to be addressed can include, but are not limited to: 

  

• the cultural arts  • charter schools

• NYS learning standards • school restructuring

• school district and building leadership • school culture

• teacher educaFon • teacher cerFficaFon

• assessment and evaluaFon • special and gi3ed educaFon

• counseling and student services • adult and career educaFon (CTE)

• higher educaFon • stem/steam educaFon

• effects of class size • diversity/equity/inclusion

• parent involvement • culturally responsive pedagogy

• hybrid and remote learning • bullying, cyber bullying, internet safety

• internships (teacher/administraFve) • analysis of internaFonal educaFonal 
pracFces

• elementary and early childhood 
educaFon

• informaFon and technology

NEW YORK ACADEMY
of Public Education



  N
EW

 YORK ACADEM
Y    O

F PUBLIC EDUCATIO
N

 New York Academy of Public Education
                      666 3rd Place S
            Garden City, New York 11530
 


