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Abstract 

This thesis investigates how teachers in American schools are informed by their own education 

and experience when teaching students with linguistic varieties different from their own. In order 

to investigate this, I observed a middle school math teacher who graduated from Bryn Mawr 

College with a teaching certificate. Her practices are made accessible to students from different 

linguistic backgrounds by creating a shared classroom vocabulary that provides tools for self

advocacy and behavioral mediation. This creates a community of vulnerability, empowerment, 

dialogue, and reflection. These themes are traceable in this teacher's education and practice and 

support her students' engagement with math . 
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1 Introduction 

There is a historical connection between language, schooling, and discrimination that 

persists into the current era. Schools serve as sites of socialization, and much of what is learned 

in school impacts how students see the world and other people (Noguera 2003). Thus, linguistic 

discrimination is often bred in schools, but with training and practice, teachers can promote more 

inclusivity. In this project, I explore the ways that teachers can teach inclusion for all language 

varieties as well as how they can teach students who speak differently from them. Specifically, I 

consider how a teacher's education and teaching experiences influence their practices. 

I begin by exploring the background of linguistic discrimination in schools. I continue the 

examination of this issue by presenting a collection of selected pedagogies. These are pedagogies 

that researchers have proposed that intend to address the issue of classroom linguistic diversity. 

They ask how to acknowledge and accept linguistic diversity in the classroom and how to act to 

make it more inclusive and accessible. 

I then present my research data collected through participant observation in a classroom. 

In this setting, I observed and conversed with the teacher of this class to understand her own 

curricular and pedagogical practices that make her classroom accessible and empowering for 

students who use diverse linguistic varieties at home or in their own communities. 

Ultimately, I conclude that the tension between teaching standard English and students' 

home varieties can be in part addressed by creating a shared classroom vocabulary that all 

learners regardless of language background can use to both navigate content and monitor their 

own needs and behaviors. It must be democratically generated, and both the teacher and students 

must be held accountable to use it. If all members of a classroom community engage with it and 
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use it, this shared classroom vocabulary can lead to a vulnerability and empowerment that 

provides students with greater access to a historically exclusive subject. 

The next section will introduce the issue of linguistic discrimination that creates the 

tension of teaching students who speak diverse language varieties. 

2 Background 

Prescriptivism is the concept that one particular abstract language variety is correct, and 

that deviation from that variety is, thus, incorrect. The appointed standard is primarily used in 

professional and academic contexts. Thus, it is commonly accepted that in order to be qualified 

and prepared for an academic and professional career, speakers of varieties outside of this 

standard should learn how to use these norms. This is often enforced at the exclusion of any non

standard forms, which suggests that these varieties are inferior to the form that has been 

established as the standard. These attitudes become discriminatory when the lines of who speaks 

the variety considered inferior fall by race, class, or any other facets of identity. 

Teachers' actions regarding the linguistic diversity of their students are dictated by their 

language attitudes. Language attitudes commonly result from the influence of power on people's 

perception of linguistic varieties. The attitudes we develop early in life about language influence 

the ways we think about other people, along dimensions of both status and solidarity (Dragojevic 

2017). Language attitudes that build or shun solidarity are what dictate the preference of one's 

own variety over someone else's. This solidarity is the first way that we are socialized to think of 

language variation as young children (Dragojevic 2017). 

What may be more influential, however, are the attitudes that develop regarding status 

and language variety. Many children who earlier in life showed preferences for speakers of their 

own non-standard variety experienced a shift in perspective around the time they began formal 
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schooling. At this point, almost all children then prefer the standard language variety, whether or 

not they use it in their homes (Dragojevic 2017). This important shift demonstrates the clear 

socialization of language attitudes that occurs in American schools and raises the question of 

how and why that happens, and if it should be changed. 

The discrimination that speakers of many linguistic varieties face results from the 

negative attitudes of those in power, and the perpetuation of a standard variety continues because 

people revere that specific variety. Language prejudice is a specific form of discrimination that is 

insidious because people do not generally recognize it as discrimination. Because there is an 

accepted standard in society, many people assume that it is the one correct way to use language. 

People who believe this do not necessarily think critically about why they believe it is the only 

correct usage of English. Thus, when judging the language of others, even well-meaning people 

can perpetuate the idea that the way certain people speak is inherently wrong (Dannenberg & 

Dredger 2016). 

Language develops and evolves naturally in different geographical regions and is further 

influenced by the cultural identities of its speakers. From a linguistic standpoint, this natural 

development and difference does not have value attached to it. Social influence does, however, 

frequently deem different varieties acceptable or not. Power and privilege perpetuate norms and 

standards of behavior and cultural artifacts, one of which is language. Where nature does not 

deem linguistic varieties as correct or not, society does. Linguistic discrimination is subtle and 

not often challenged in the mainstream, in large part because schools perpetuate it with the way 

language is taught. This subtle but influential system of discrimination devalues anything outside 

of the accepted norm. 
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Many authors prefer to use other terminology to refer to what I have been calling the 

"standard" variety. Some prefer "dominant" to also indicate the power dynamics involved in the 

perpetuation of this form. Charity Hudley & Mallison (2011) use the term "standardized 

English," which demonstrates that the standard has been formed and enforced by some societal 

influence rather than occurring without the influences of power structures. Jordan (1989) refers 

to it as "White English" to contrast other varieties like Black or African American English. This 

does not account for the minoritized varieties of English that White people speak and are 

discriminated against for using. In the context of education especially, some refer to it as "school 

English" to indicate that it is the form expected and taught in schools. 

Because of this accepted standard, teachers who want to support their minority students 

likely enforce grammar "rules" that are reflective of language standards set by White, 

heterosexual, middle-class males (Alim 2005). While the exclusive use or acceptance of 

Standard American English is in reality continuing a history of linguistic discrimination, teachers 

may truly believe teaching this standard is the way to advance their students' opportunities in 

life. In fact, this is what Ball & Muhammad (2003) found is the general attitude taught to 

preservice English teachers in a study examining language attitudes of these future educators. Of 

those interviewed, teachers in training indicated that they understood the power inherent to 

language use and believed that teaching students how to conform to norms would give them a 

much better chance to be professionally respected and successful. After they took classes on 

linguistic diversity, they began to understand that the standard they thought should be conformed 

to was arbitrary and oppressive, and that they should emphasize linguistic diversity in addition to 

teaching standard English (Ball & Muhammad 2003). 
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Another finding from Ball & Muhammad (2003) was that many teacher education 

programs did not include coursework that challenged the hegemony of dominant English in their 

degree programs. Thus, the impact is negligible because the courses do not exist in the 

curriculum. 

The issues I presented above are next addressed through a consideration of some of the 

pedagogies both educational and linguistic researchers have proposed to account for the diversity 

of language in a classroom. 

3 Selection of Considered Pedagogies 

This section showcases a number of pedagogies that teachers often use when teaching 

students who speak linguistic varieties other than the dominant variety in their given context. 

This presentation of various pedagogies is not an endorsement of each of them, but rather a 

survey of what has existed historically and the implications of their existence, as well as a 

proposal of what can be, and in some cases, has been, done differently. 

These pedagogies frame the state oflinguistic diversity as an issue to be fixed, even those 

that regard English as a hegemonic influence that suppresses the ability of other varieties to 

flourish. There is a sense of urgency to find a solution that allows educators to simultaneously 

validate the linguistic varieties students learn and use at home while introducing them to standard 

English, so they have this tool to succeed in a society that perpetuates English's hegemony. 

3.1 The Access Paradox 

Janks (2004) refers to the conflict between wanting to teach students dominant English 

and wanting to lift up their home languages as the "access paradox". This tension acknowledges 

the imperialist history associated with the spread of English that reflects the hegemonic 

influences that teachers around the world are trying to combat. It also considers that within 
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current norms and without drastic change, dominant English will not be usurped as the prestige 

variety. Thus, not teaching it means that these people who are likely already marginalized in 

their society will be further marginalized. 

Janks (2004) then questions the hegemonic influences of dominant Englishes. She writes 

about plural Englishes, because she recognizes that internationally, there exists more than one 

form of dominant English. Janks (2004) argues that it is possible for dominant Englishes to be 

unseated as the norm, using Latin as an example of a once hegemonic influence on an entire 

empire. The displacement of Latin, however, did not lead to the displacement of hegemonic 

languages altogether. However, it allows for the argument that dominant English is not the only 

language that can be centered in American schools. 

Other writers share Janks' ideas. In response to the argument that minority dialect

speaking students will need standard English in the workplace, Baron (1997) posits that even 

with a fluent knowledge of standard English, people will still find ways to discriminate against 

workers who speak non-standard varieties. He does not discount the advantage that being able to 

speak the same variety may give these students but acknowledges that teaching them this way 

will not prevent them from being the targets of racism and classism. 

Eliminating discrimination is arguably, however, not the purpose of this kind of 

pedagogy. As Jordan (1989) recognizes, the respect of African American English, an example of 

a non-dominant variety of English, will only come from a formal education of it. While this is 

the ideal, currently students must be taught the language of power in order to be able to 

accumulate power, but standardized English must be taught respectfully and while honoring the 

validity of the students' home language. 
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People who recognize the power dynamics inherent to language generally see it as an 

issue that needs attention. Regarding schools, educators and linguists have differing ideas of how 

to achieve this change. Some have proposed tools that use a student's home dialect exclusively to 

teach them how to write and speak the standard variety. Others, who tend to subscribe to the idea 

that only teaching a standard variety is not only discriminatory but also an inefficient model in a 

constantly evolving linguistic system, suggest more affirming pedagogy that encourages students 

to empirically study their own and other dialects. Janks' access paradox both highlights the 

tension between these two strategies, but also allows for teachers to find a balance that helps 

students in linguistic minorities succeed within the hegemony of dominant English while 

working to dismantle it. 

3.2 Rickford's Four Proposed Pedagogies 

In his 2005 paper, Alim introduces Rickford's four "sociolinguistic efforts" towards 

dialect diversity presented in an unpublished 2003 talk. He proposed these as tools to use to 

teach students who speak non-standard language varieties. Rickford's pedagogical guidelines 

consider both how to use a student's home variety as a way to teach a child the standard, as well 

as ways to validate a student's language without regard to the standard. His examples highlight 

this practice with African American English (AAE), the focus of much of his scholarship. 

3.2.1 Linguistically Informed Approach 

The first of Rickford's suggestions is to implement a linguistically informed approach. 

This model requires that teachers learn the structures of AAE so they are able to distinguish 

between actual errors in their Black students' speech or writing and a difference in pronunciation 

or grammar. In order to do this effectively, teachers must have a thorough knowledge of their 
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individual students' dialects, potential areas for mistakes, and structures of African American 

English. 

This method is effective in trying to validate students' language because teachers do not 

correct students' speech when they are using the accepted forms of a different variety. However, 

it is limited because it does not support linguistic diversity beyond this acknowledgement of 

difference. In "Appreciating Diversity: Avoiding Stereotypes and Overcoming Biases," 

Thompson & Cuseo (2012) layout a "systematic, sequential process" that teachers should follow 

to teach beyond the acknowledgement of difference. Cultural competence, the continual goal of 

this process, is a teacher's understanding and implementation of what is culturally relevant to 

their students (Ladson-Billings 1995). The author's examples of cultural competence in teaching 

include a poetry lesson through rap lyrics students knew, a lesson series from parents with 

specific craftsmanship skills, and an activity that invited students to use their home language 

when learning about new concepts and practicing translating into standard English. 

Cultural competence is not an endpoint in a teachers' development, but rather a goal they 

must continue striving towards throughout their careers and lives. The rest of the process 

proposed by Thompson & Cuseo (2012) suggests that in order to continue to strive towards this 

goal, teachers must follow four steps: awareness, acknowledgement, acceptance, and action. 

They first must be aware of or acknowledge difference, and then they must accept it and take 

action to interact with those who are different than them in a way that bridges cultural 

dissimilarities. Only then are teachers overcoming their biases. 

With this consideration, a linguistically informed approach alone may help teachers 

become more aware of difference, acknowledge how their perception of that difference impacts 

their language attitudes, and possibly even create a genuine acceptance of students' linguistic 
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varieties, but it does not necessarily take action to support and promote that diversity in a way 

that undermines the hegemonic assertion of the standard variety. 

It is unclear the extent of the education Rickford assumes teachers would need to receive 

for this method, and if students would be made aware of their own variety and those of others 

through explicit lessons. A linguistically informed approach to teaching is likely an improvement 

to the inclusivity of many American classrooms with linguistically diverse student populations, 

but its employment alone is not sufficient for linguistic cultural competence. 

3.2.2 Contrastive Analysis 

The second method Rickford (2003) suggests teachers of AAE speakers use is contrastive 

analysis. This method requires that teachers teach clear distinctions between what is Standard 

American English and what is African American English. The purpose of this method is to hone 

AAE speakers' Standard English writing skills. 

This method is similar to the linguistically informed method because it acknowledges that 

AAE is a variety different from Standard American English, but it could be implied that AAE is 

not as valid as the standard because only the standard is being taught. This again requires 

teachers' awareness of difference, because they recognize that AAE is a variety that is different 

from the standard. It does not necessarily, however, acknowledge how this difference affects 

their perceptions of their students based on their language attitudes, or promote acceptance of 

this difference. 

Finally, the use of a method that only uses a student's home variety as a means with 

which to teach the standard is not action towards cultural competence. This may be considered a 

subtractive bilingual method. Subtractive bilingualism is a phenomenon in which language 

learners lose their first language in the process of learning a second language. Additive 
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bilingualism is a practice that allows language learners to learn a second language while 

retaining their fluency in their first (Garcia 2009). In this case, contrastive analysis could be 

considered subtractive because without the goal of preservation of a student's home language, it 

could be replaced by the taught standard. 

3.2.3 Dialect Readers 

Rickford's third pedagogy to support linguistic diversity is to implement "dialect 

readers." These are books that begin in a reader's home dialect and gradually switch into 

Standard English. This is an effort to reach the ultimate goal of Standard English fluency. Again, 

the exact content and implementation of these readers was unclear, but Alim (2005) suggests 

their use has been shown to be successful in teaching African American English-speaking 

students Standard American English. This seems to be a subtractive method that sees a student's 

home variety as a means to an end that can be replaced in an academic sphere without 

consequence, rather than a cultural artifact worth preserving. 

3.2.4 Dialect Awareness 

Rickford's final recommendation for linguistically inclusive pedagogy is the promotion 

of dialect awareness. The theoretical framework of dialect awareness infuses aspects of linguistic 

diversity into school curricula and encourages both teachers and students to explore dialect 

diversity. 

In an example of this Alim (2005) provides, teachers give students the linguistic training 

to record speech in their own communities. This is a form of critical language awareness, defined 

by Janks (1993) as a focus on the political nature oflanguage, its meaning, and its use. A 

pedagogical application of critical language awareness encourages students to explore this 

political nature of their own language use. 
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This is a positioning of students as ethnographers and experts of the language they use at 

home or in their communities. It is a form of culturally sustaining pedagogy that pulls from 

community or family funds of knowledge. 

Funds of knowledge are the skills and information held by students' families and cultures 

that may not be traditionally valued by a dominant culture. These are often used as tools through 

which teachers can engage and validate students in the learning process (Genzuk 1999). The use 

of family funds of knowledge as sources from which teachers and students can learn is one part 

of culturally sustaining pedagogy. Culturally sustaining pedagogy acknowledges that the 

historical contexts of schooling have oppressed marginalized groups throughout history. It draws 

on students' cultures and aims to sustain practices of these students' communities and families 

that have been erased by dominant culture in the American school system (Alim & Paris 20l7). 

These pedagogies frame the further considerations of my research. With these in mind, I 

consider both the implications of teacher education and the teaching I have observed. 

4 hnplications of Teacher Education within Considered Pedagogies 

After examining these selected pedagogies, we must consider how teachers come to 

know about and engage in these processes, or follow the model proposed by Thompson & Cuseo 

(2012) toward cultural competence. The work of Ball & Muhammad (2003) shows that the 

education and professional development of teachers regarding linguistic diversity impacts their 

language attitudes and pedagogies. 

Ball & Muhammad (2003) provide context on teacher education programs and how they 

prepare preservice teachers to accommodate for language variation in their classrooms. It 

contrasts the opinions and experiences ofteachers-in-training who do and do not receive explicit 

education about linguistic diversity. Many of those who did not are quoted saying that features of 
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African American English sound bad or wrong, and one is quoted saying it sounds like "scraping 

nails on a chalkboard" (76). 

Ball & Muhammad (2003) found, however, that teachers who take even one course 

regarding linguistic diversity are more aware of how it may manifest in their classrooms and are 

more eager to amend their teaching style to account for various students. The authors carried out 

an online survey of teacher education programs to examine how many schools required or 

offered classes on linguistic diversity and how that influenced the preservice teachers who took 

those courses. Their findings revealed that teachers who learned that dialect variation exists in 

the United States, most likely as an overview in an introductory English or Linguistics course, 

did not appreciate language variety, but those who had the chance to take at least one course that 

highlighted linguistic diversity specifically did. 

My research asks how a teacher's education or training and experience influence their 

practice working with linguistically diverse students. The question of what a culturally 

competent teacher's curriculum includes and privileges drives my research as well. 

Because of the nature of my research, the interactions I have with the teacher I observe 

can only lead me to determine so much about her cultural competence. Instead, I analyze the 

practices I observed within the considered pedagogies as well as the influence of her 

explanations of what she does. 

In the following section, I outline the methodology of my original research. The 

participant observation I conducted allowed a rich understanding of one teacher's practices. 

5 Methodology 
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The original research I conduct for this project was initially intended to be in two fonns, 

both observation and survey!. I hoped using both methods would allow me to simultaneously 

observe one teacher's curriculum and pedagogy closely while getting a broad pool of responses 

to allow me to see the language attitudes multiple teachers hold and what they implement as a 

reflection of their attitudes. Because of the limitations of this project, I was not able to collect a 

large enough response pool to include data from the survey and have, instead, elected to focus 

solely on the observation. 

5.1 Observation 

My observation took place with a sixth-grade math teacher in a North Philadelphia public 

school. I observed two of her classes, one designated as a special education section. The student 

population of the classes I observed was majority Latinx and Black, and many of the students 

spoke Spanish fluently. Some staff and faculty at the school are also Spanish speakers, but 

although this teacher has taught English for speakers of other languages (ESOL), she is not a 

Spanish speaker. 

I began my study with her by first recording her answers to each of the survey questions I 

had planned (see Appendix 1). As my observation proceeded, I continued to learn things about 

her practice, both through my observations and conversations with her. These conversations took 

place both in person and over email (see Appendices 2 and 3). 

I continued to gather data from my observations of her by noting anything in her 

curriculum or pedagogy that struck me as something that may have resulted from a specific 

1 I planned on including the survey because I was not sure how much to expect from my observation, but it alone 
has provided rich insights within the context of my research question and background investigations. The survey 
was in part intended to contribute data that I was not sure I would be able to count on from my observation. 
Additionally, my work with the teacher I observed reinforced how important a dialogue is in this research. Without 
her insights into what I observed, I would have very little to state about the influences of her education and 
experience on her practice. My survey asked only for participants to answer questions once and I would have had no 
way to follow up with what they have written. 
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understanding or attitude towards language variation. I then brought these observations to her to 

allowed her to share her interpretation. This was so that I could understand her practices as 

similarly to the way she interpreted them as possible. My observations without her input would 

have been flawed for two reasons: I could not have tracked her intentions and the influences of 

her experience by only observing how she interacted with students, and I did not have the 

personal knowledge and understanding of her and her practice to contextualize everything she 

did based solely on my interpretation of an event. 

Through this methodology, I found that the teacher I observed used meaningful language, 

thoroughly defined it, and used systems to maintain its use in her classroom. 

6 Results 

Before my observation began, I was unsure if the data I would collect in a math class 

would be as rich as that I could have found in a language arts or social studies class where 

writing, reading, and often speaking are more central to the work students do. These 

communication tools seemed like clear ways in which linguistic discrimination could be 

perpetuated or confronted. For example, Janks (1993) and Alim (2005) have encouraged teachers 

to ask students to document their own home language varieties as an assignment, a project that 

could be done within curricular standards for language arts and social studies. I did not see a 

space for this in math. 

I knew from my reading that pedagogical strategies for linguistic inclusion were just as 

important to consider as curricular ones. These would not be content specific, but I had not seen 

many examples of what they would look like, so I had trouble imagining how they would be 

present in a classroom. What I describe below provides an account of how this teacher used the 

purposeful modeling of language to create a shared classroom vocabulary to bridge the possible 
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divides between her own linguistic variety and those of her students. The practices she used not 

only introduced these ideas to students, but made them a permanent fixture in the classroom. 

This section describes and analyzes the considerations from my classroom observation. I 

begin by sharing the teacher's educational background. Then, I provide descriptions of each 

event or concept I observed that raised a question paired with a discussion we had about that 

event or concept. This is followed by my own interpretation of the event, informed by this 

discussion as well as the theories highlighted by considerations of the literature above. 

6.1 Teacher's Background 

The teacher I observed teaches sixth-grade mathematics in a public school in 

Philadelphia. She is in her ninth year of teaching, the first two years of which she was an 

assistant teacher immediately after graduating from Bryn Mawr College with a teaching 

certificate. Since then, she has worked for seven years as a full-time teacher. She taught science 

and social studies before beginning to teach math, and she has taught middle school in each of 

her teaching positions (9/18/18). 

When I asked what education courses she cited as most relevant in shaping the ways she 

teaches, she listed Multicultural Education, Schools in American Cities, and Special Education. 

She never took linguistics courses. 

When I asked if she had ever participated in professional development that addresses 

issues of linguistic diversity, she said she had not, but said participated in a program at the 

Philadelphia Writing Project after her first year of teaching. The Philadelphia Writing Project is a 

regional branch of the National Writing Project based at the University of Pennsylvania Graduate 

School of Education. Their mission is to help teachers of all disciplines learn how to center 
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writing and literacy in their curriculum and pedagogy (https://www.gse.upenn.edu/philwp/ 

about). 

In a three-week long summer workshop with the Philadelphia Writing Program, 

instructors led discussions about what it meant to teach the "whole child" and, specifically, how 

to teach writing to the whole child. This workshop also discussed what it means to be an English 

language learner (ELL). Before this workshop, she had not taught ELL classes, but she has since. 

This is the only professional development seminar she had participated in that addressed 

teaching ELL students at the time of our conversation (9/18/18). 

When I asked her if she had students whose language variety was different from her own, 

she mostly discussed the ESOL (English for Speakers of Other Languages) classes she taught the 

year before. However, she said that even in her current classes, none of which are designated 

ESOL, about half of the students speak Spanish in some form. Although none of her classes are 

ESOL, two of her students this year have that designation. However, they are in her class 

because she taught special education sections, and these students have IEPs (individualized 

education programs), which designate whether students are in special education classes. In the 

2017-2018 school year, seventeen out of her thirty-one students were beginner ESOL students 

and barely spoke English when they started in her class (9/18/18). 

Some of the math curriculum the school uses provides Spanish materials that a teacher 

can use with ESOL students. She clarified that the curriculum does not, however, provide 

resources for how to teach ELL students. She shared that most of what she had learned about 

ESOL pedagogy came from other teachers in her school (9/18/18). 

When I asked her to share an anecdote from her teaching practice that reflected the 

linguistic diversity in her classroom, she spoke about the influx of students to her school after 
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Hurricane Maria hit Puerto Rico in 2017. Several new students joined her classes who spoke no 

English and had just experienced the trauma of disaster and displacement. One specific class 

section of hers went through more turnover than the rest. She found it difficult for this section to 

build trust because of the constant addition and departure of students and that this resulted in 

difficulty progressing through the course material. She expressed gratitude that the special 

education push-in teacher in this section helped her reframe how she thought about these 

students' capabilities and her ability to teach them. This teacher's advice encouraged her not to 

see their language as a deficit, but to notice what they were able to do. Her new goal was to get 

them to be able to ask questions and highlight what they could do. When I asked if this helped 

shift the tone of the classroom, she acknowledged that it helped her reset expectations and 

redefine success, but because of the trauma and transitions they were going through, many 

students had more needs that were not being addressed, which made them difficult to teach, no 

matter what her expectations of them were (9/18/18). 

In addition to each of these influences on her teaching, she connected her work in the 

Teaching and Learning Institute as a Bryn Mawr student to her teaching. The Students as 

Learners and Teachers (SaLT) program of Teaching and Learning Institute (TLI) assigns 

students to work as partners with faculty members to observe their teaching and reflect on their 

pedagogical practices together (https:llwww.brynmawr.edu/tli/SaLT-Program). She said that 

each of the quizzes she gives have a section that ask students how the class and her teaching are 

working for them. She credited TLI with asking for student feedback in this context and others 

(11127/18). 

She also credited the lessons she learned through TLI with her ability to learn and be 

responsive as a teacher. She connected this most clearly to the concept of trauma-sensitive 

18 



schooling. Trauma-sensitive or trauma-informed schooling is the collective understanding among 

the faculty and staff in a school that students experience trauma and trauma impacts a student's 

ability to learn. Trauma-sensitive schools promote relationships with students and community 

healing to allow students feel safe enough to learn (https://traumasensitiveschools.org). 

This teacher's school has not made a commitment to trauma-sensitivity, but she stated 

that she believes her experiences with TLI showed her how to be a trauma-informed teacher. She 

cited her experience with the Teaching and Learning Institute for her critical listening skills. The 

program requires a depth of observation, reflection, and dialogue between partners. This standard 

taught her how to listen deeply, which she believes helps her empathize with her students dealing 

with trauma. This offers her creativity in managing her classroom within the expectations of the 

school while doing what she believed her students needed her to do. She emphasized this through 

the way she speaks to students who were experiencing the effects of trauma. She offered this 

example: "I'm sorry you're having a bad day, but you need to leave the room so you can find 

someone who can help you" (11127/18). She believes there are limitations to the assistance and 

support she can provide students, and in this case, being trauma-sensitive means she needs the 

support of other professionals who can support these students better. 

This reflection allows her to consider the quality of her lessons, not according to an 

objective standard, but instead by how she is able to reach her students. She communicated to me 

that at the time she was not as innovative in her teaching as she once was, but that she was 

focusing more on relationships with students (11127/18). She recognized the imperfections of her 

teaching style but understood that in order to be the support they needed her to be, she needed to 

balance her own resources. She emphasized that she believed she could still maintain high 
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expectations for each of her students even if her curriculum and modes of teaching were not as 

innovative as they had been in the past (11127/18). 

Her background, personal experiences, and pedagogical commitments all suggest that she 

is dedicated to meeting the needs of her students through reflective teaching. The following 

excerpts taken from interviews and analyses illustrate the ways she realizes this through her 

practice surrounding language. 

6.2 Communication and Escalation 

The first use of language in my cooperating teacher's classroom that struck me was the 

way both she and the students used the word communicate. I had previously noted her use of the 

word as a way to signal to the students that they should share anything with her that was 

preventing them from focusing or performing well in class that day as soon as they got to class. 

She promised to be understanding and work with them as long as they were honest and still 

trying their best. 

This usage of the word by her was not what struck me, but rather when I noticed students 

coming into class and asking to communicate with her. This was not the way I expected to hear 

sixth grade students speaking, and the fact that I did indicated to me that they had perhaps 

learned this word with a new meaning that specifically meant to share something personal that 

may be impacting their performance in math. I began to wonder if a teacher's use of words in 

specific context could build a shared classroom vocabulary that did not require a prior 

knowledge of a word. This could potentially bridge the linguistic gap between a teacher who 

spoke standardized English and a class of students who mostly did not. 

I later saw a similar event when she asked the students to consider what it meant to be 

escalated and how to change their behavior when they were. She helped them define the word, 
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first by asking them if they knew what an escalator was, then talking about the action of going up 

associated with escalation, and finally framing it in the context of their behavior. Escalation 

certainly has meaning beyond high energy behavior in classrooms that may be disruptive, but she 

adopted this word to mean that specifically in her classroom. Following this event, she hung a 

poster on the wall that lists ways students can adjust their behavior if they get escalated (see 

Appendix 4). 

Following these observations, I asked the teacher if communication was a term she had 

talked about explicitly with her students, something she had intentionally modeled without an 

explicit discussion, or something they may have just picked up from her using it. She responded 

saying: "I feel like I haven't done lessons on it, but I model it when it comes up." She continued, 

saying she tried to give them the opportunities to say what they needed to and never criticized 

what they had to say. She gave an example she had given students: "You don't slam your bag 

down when your frustrated; you say, 'I'm frustrated. ", She also acknowledged that they were 

more likely to "bring communication" to her when they had talked about it many days in a row. 

One student in particular was asking to communicate repeatedly at the beginning of the year. In 

our discussion she made an aside: "I need to remind her that she's good at communication and 

model it back" (10/9/18). 

Regarding escalate, which we discussed the same day I saw her introduce it, she said: 

"now that I've used that, I can use it more. In those moments with that class, I try to name those 

behaviors as much as possible." She said that doing so allowed her to separate her students' 

behavior from who they were as individuals (10/9/18). She had been practicing "naming" 

behaviors as a way to hold herself accountable, but I believe this is the process that also brought 

her students into the understanding and meaning-making process. 
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She emphasized the importance of communicating to her students that she cared more 

about them than how they act. She introduced escalation on a day when three of her students 

were disruptive in classes, disrespected her, and walked out of the room. She emphasized that 

strategies like naming behaviors helped her continue to be a caring, supportive teacher while still 

holding them accountable for their actions. "My emotional response is not to behavior; my 

emotional response is to show that I care. If! can name [their behavior], observe it, and notice it, 

it's easier for me not to get mad at them" (10/9/18). This awareness of her own responses and 

position in the room also reflected on her conscientious consideration of her reactions to 

students. This not only encouraged her to respond more fairly, but it also helped them understand 

her expectations and gave them the tools to meet them. 

In the case of both communicate and escalate, I believe she was creating a shared 

classroom vocabulary that did not assume previous knowledge of a word that students can then 

use as a complex and specific way to identify their needs and behaviors. The skills they were 

learning with these words and being held to their standards allowed for them to process, ask for 

help, or mediate their own actions. The teacher included her students in her own language variety 

by introducing them to vocabulary explicitly. 

6.3 "Math Talk" 

Another way I saw this teacher intentionally model language to increase student 

engagement with material was with "math language." She used two different specific types of 

language to talk about math. One was the idea of using specific terms when doing math because 

they are considered the most accurate ways to describe something and are recognized through the 

field. An example of this is telling students to use the word subtract instead of take away. The 

idea of explicitly teaching vocabulary related to math and insisting on the use of certain words 
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instead of others in the context of math is not something unique to this teacher. She, in fact, 

stated that she taught them how to talk about math and what to say when you are talking about 

math in large part because "common core math practices" (9/26/18). 

A knowledge of the vocabulary widely accepted in math also gives students more access 

in the field of mathematics should they choose to pursue it. Math is a subject that has been 

historically exclusive. Giving access to necessary vocabulary is important, but this teacher has 

gone further to help her students engage with math and help them succeed. She has done this by 

defining "math talk" as a way to ask for help that leads to success. 

Throughout my observation, this teacher had a poster hanging at the front of the 

classroom titled "Math Talk" (see Appendix 4). This poster modeled language both teachers and 

students could and should use in math class. All of the suggestions were questions. They 

included: 

• Can you help with this math problem? 

• Do you get it now? 

• Do you need help? 

• Do you understand? 

• Can you coach me? 

• Can I get the notes from ... ? 

• What was the homework? 

The listed questions are not all specific to math as a content area but are all relevant to the 

ways she and students interacted in the room and how they supported each other in learning in 

her class. 
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This frames "math talk" not as inaccessible, intellectual discussions, but as students 

asking for help when they need it and positioning them as experts when they are confident with 

the material. This framing is a shift away from math as a skill that only some people have to 

something that people can access with the right questions and help. "Math talk" in this classroom 

allows for questions and the vulnerability of saying what you do not know. This creates more 

opportunities for learning, which could then lead any of these students to a deep understanding 

and passion for math that they may have otherwise been unable to access. 

6.4 Coaching 

Another term I saw this teacher model is coaching. In her classroom, coaching means 

students serve as a guide for other students on math problems. It is a tool she intentionally uses 

in her classes to break up long periods of direct instruction or to begin a class. 

Coaching seems to be another term that this teacher uses in her classroom to allow 

students to identify and communicate their needs. It normalizes confusion surrounding math but 

does not abandon confused students. It diversifies people positioned as experts or helpers who 

can help their peers who may be struggling. 

The teacher chose to start using this practice that she had seen other math teachers use 

based on her student demographic at the beginning of the year. Several of her students had been 

officially labeled as defiant or having attention-deficit/hyperactivity disorder (ADHD), and she 

believed that the choice associated with coaching could empower these students. She identified 

this choice both as the choice to coach someone else as well as the choice to "be brave" in asking 

for a coach (11127/18). She established clear guidelines for how to coach and how to be coached, 

which she reported seeing them learn, follow, and hold each other accountable. I witnessed 
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students being brave in the way she describes, rarely hesitating to ask for a coach if they need 

one. 

She chose to use the wording coaching to describe this process because it was how she 

had heard other teachers refer to it, but she also noted that there is importance to the specific 

word as well. First, a coach is a person that all her students were familiar with, mostly through a 

sports context. Many of them had been coached playing sports, recognized a coach of a 

professional team, or were otherwise familiar with the position. This familiarity made the word 

meaningful to them. She used this familiarity to draw analogies between what she expected them 

to do and what they were familiar with coaches doing. She expressed that she reminded students 

that coaches cannot play the game for their players, which she connected to not doing the work 

for the person a student coached. She gave specific rules for how to do this, like not writing on 

the other person's page for them. 

The word coaching did not necessarily create an environment in which everyone asks for 

help when they are confused, but the existence of it in their collective vocabulary gave them a 

way to ask for help that they might not have had or known how to otherwise. This word is 

particularly advantageous because students can connect to it through metaphor. 

6.5 Anchor Charts 

I have already mentioned the posters this teacher has created for themes including 

escalation and "Math Talk" (see Appendix 4). When I inquired with this teacher about the 

process of creating these posters and the meanings they held, she told me about the concept of 

anchor charts. Anchor charts are visuals created with students to accompany a lesson, and "build 

a culture of literacy in the classroom by making thinking - both the teacher's and students' -

visible" (https:/ /www.weareteachers.com/anchor-charts-l 0 l-why-and-how-to-use-them-plus-
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lODs-of-ideas/). This teacher saw them as a reminder of a specific conversation that students took 

part in creating. This creates a routine that can be physically pointed to as a reminder. She liked 

having them not only to remind students, but to remind her how she could support them with the 

tools they forged together. 

This visual allows for the terms she generated as a part of her shared classroom 

vocabulary to remain in use throughout the year. The process invites students to contribute to 

something that is truly shared, not simply handed down and enforced as a norm. 

Each of these findings hold meaning for the way this teacher includes all the students in 

her classroom. I discuss these implications in the next section. 

7 Discussion 

I believe that the practices my host teacher utilizes promote a shared classroom 

vocabulary that is accessible to students with different linguistic backgrounds. As a result, the 

students she teaches are more capable of asking for what they need in order to be more engaged 

in the learning process, identify behaviors that may hinder it, and participate in math at the 

expected grade level. She has introduced vocabulary for them to use to talk about what they do 

not know and ask for help. The tools she uses, like anchor charts, hold a consistent standard for 

this engagement and growth, holding both teacher and students accountable. 

These practices primarily utilize standardized English vocabulary, but they do not assume 

students to have a high degree of fluency or familiarity with this variety. This teacher does not 

define every word she uses when teaching, but her practice emphasizes thorough definition and 

examples of terms that students may not be familiar with. For example, with escalation, she used 

a definition, analogy, and example from the behavior students had been exhibiting as soon as she 

introduced the term. Later, through the anchor chart she and the students made, they included 
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more examples of behavioral suggestions students can refer to if they feel escalated. Had she not 

defined the word and her expectations surrounding it so thoroughly, students may not have 

understood what she meant when she used it. If they had not understood it, they would not have 

been able to use it to identify the ways they were behaving or known what to refer to in order to 

correct that. Because this poster now hangs in the classroom and will remain there for the entire 

year, it allows the teacher to continually remind students how to moderate their behavior in 

accordance with the expectations the class came to together. 

"Math talk" and coaching are two additional examples of these inclusive practices. They 

exemplify accessibility that begins with a specific word, phrase, or question and develops into a 

norm that allows students from different backgrounds and abilities to learn. Each practice 

disrupts the traditional modes of math education, perceived by many as a one-way exchange 

from teacher to students, and allows for true exchange through vulnerability. This is done both 

by allowing for vulnerability in a subject that is traditionally exclusive, and also by positioning 

any student as an expert. As Alim (2005) and Janks (1993) suggested that students document 

their own language as ethnographers to become experts in the classroom, the ability to support 

peers through challenging coursework also allows any student to be an expert. Although the two 

practices are not necessarily related, each empowers learners who may be excluded or 

discriminated against otherwise. This empowerment and the vulnerability of asking questions 

disrupt the typical modes of teaching math that make it more inclusive for all learners. 

This teacher's practices show one effective strategy for creating space for linguistic 

diversity in a classroom. Her practices do not explicitly ask her students to examine standard 

English or their own language varieties, but they do implicitly allow for diversity by 

accommodating for difference, bridging dissimilarity, and working towards cultural competence. 
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When she takes the time to model, define, give examples, and draw analogies with the langnage 

she uses, she makes it accessible to each of her students regardless of their experiences and 

familiarity with standard English. 

This practice bridges in one way the paradox between access and hegemony that Janks 

(2004) proposed. She invites her students to use standard English terms, not because she asserts 

that they need to learn the variety to be successful, but rather so that the entire class, she 

included, has a vocabulary they can use to name challenges and try to overcome them. I argue 

that this could be done using words from any lingnistic variety, but she uses standardized English 

vocabulary because that is the variety she speaks. As a standard English speaker, the use of her 

own linguistic variety is not preventing her students from understanding, because she provides 

them the tools they can use to understand her. 

This teaching method also bypasses the sense of urgency of solving the issue of lingnistic 

diversity in American education. Her practices do not demand a use of standard English, nor do 

they shun its use. Without naming the power involved in both the classroom and the langnage of 

instruction, she dismantles it by inviting her students into a framework for understanding and 

discussing complex content areas, feelings, and needs they may have. 

The practices highlighted here exemplify the action Thompson & Cuseo (2012) deem 

necessary to continually progress towards cultural competence. This teacher goes beyond the 

acceptance of difference in her classroom by defining terms she uses meaningfully. 

This teacher reports that she has been influenced by her education at Bryn Mawr College, 

her work in the Teaching and Learning Institute, the input and incorporation of the practices of 

other teachers, and a deep knowledge of her own students and their needs. I interpret each of 

these experiences as part of the education that has shaped her as a teacher. Ball & Muhammad 
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(2003) investigated what aspects of a teacher's formal education influenced their practice with 

students with diverse linguistic backgrounds. This teacher's experience has been informed by her 

courses in a setting of formal education, but she has also learned from other informal sources. 

She has learned and amended her practice by observing and communicating with other teachers 

she has worked with. She has incorporated this knowledge into her teaching through her deep 

reflective practices, which have also taught her how to learn from her own teaching. She credits 

TLI with teaching her this reflective practice (11127/18), and I believe working as a teacher has 

developed it further. Teachers need base knowledge from which to grow, but a reflective practice 

is how they can grow. 

My presentation of Rickford's proposed pedagogies to address linguistic diversity 

focused on cultural competence in teaching. His examples of how to teach for and about 

linguistic diversity included concrete curricular strategies. Across the four strategies he 

proposed, certain themes were consistent. Each strategy relied on teachers knowing their students 

by seeing and acknowledging the abilities and the challenges their differences presented. 

Additionally, each of his strategies operated on a shared, explicit acknowledgement of this 

difference within the classroom community. 

In the classroom I observed, I did not witness a conversation that acknowledged this 

explicitly. Having based most of my research and theorizing on Rickford's proposals before 

beginning this observation, I expected that being fully effective or inclusive relied on such an 

explicit acknowledgment. What I found, however, was a classroom that operated inclusively 

nonetheless. I communicated frequently with the teacher through observation, interviews, and 

email exchanges, and I believe she understands and operates with the language differentials in 
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her classroom in mind. I do not know exactly how she represents this difference in the ways she 

thinks, but her practice reflects her intentionality. 

For example, although I never witnessed her addressing the difference between her 

speech and her students', or differences between students' speech, she was able to effectively 

introduce and promote the use of words like communication and escalation. The intentional 

introduction of these terms, I argue, creates a shared classroom vocabulary that allows students 

to recognize their own needs and behaviors and ask for help to address them. 

Rickford presents strategies that help educators teach their students from diverse 

linguistic backgrounds in a culturally competent way. The strategies I observed my host teacher 

use did not fit into any of Rickford's pedagogies, because they are not based in an explicit 

acknowledgement and study of language variety. However, the practices Rickford proposed and 

the practices I observed in the classroom were both rooted in an intentionality and knowledge of 

students as individuals that contribute to cultural competence. 

This teacher's classroom and practice are sites of reflection, vulnerability, dialogue, and 

empowerment. She uses tools to allow students access into a shared learning space. She provides 

them with words, definitions, and accountability that help them moderate their behavior and ask 

for help, which, in turn, allows them to be vulnerable and empowered as learners and reach a 

potential excellence in math. This occurs while they grow emotionally, learning how to 

communicate their needs and support one another in a pursuit of math knowledge. The words 

this teacher uses do not automatically create this atmosphere, but her intentional, inclusive, and 

reflective practices respond to student needs that may otherwise not have been addressed. 
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For all the meaningful interactions I observed, this kind of research could be further 

pursued to complicate ideas of teaching linguistically diverse students across disciplines. The 

next section considers a selection of possible directions for continued research on this topic. 

8 Suggestions for Further Research 

This thesis project has highlighted several avenues for future research regarding teacher 

education, linguistically inclusive pedagogy, and the dynamic of linguistic inclusivity in a STEM 

classroom. 

The first consideration for how to extend the research I have done for this project would 

be to broaden it. My research focused on one teacher and her unique practices based on her 

education background, personal experiences, and the specific students she teaches. This has led 

to the inquiry of one way to include all students in a class with varying linguistic backgrounds, 

but beyond that, it tells us very little about the state of this issue in education beyond this 

individual and her practice. In order to draw any conclusions about teachers broadly, the 

American schooling system, or teacher education, a study would have to be executed on a much 

larger scale. 

One way to do this would be to conduct the survey I had originally planned. The survey 

asks a list of questions that investigate a teacher's educational background, specifically inquiring 

about the focus on linguistics and multiculturalism; demographic information about their student 

population and school, focusing on linguistic variation in their classes; and an account of a time 

in which linguistic diversity impacted their teaching, whether positively or negatively (see 

Appendix 1). 

These questions were designed to provide context on what these teachers' trainings 

taught them and what they have learned since then through their practice. It gave teachers an 
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opportunity to reflect on experiences in their teaching that have involved issues of linguistic 

diversity. Ideally, this would help them identify what their own attitudes toward it are and allow 

researchers to extrapolate a connection between what they have learned and what they teach. 

One reason I elected not to include my survey results is because the data and perspective 

I gained from my observation have changed how I consider the survey data. My survey asked 

only for participants to answer questions once and I would have had no way to follow up with 

what they have written. If this is done in a future study, researchers should adapt the 

methodology to allow for continued conversations which could yield richer data. 

Because the findings from my observation centered on a teacher including students by 

introducing them to items from her vocabulary, one could also consider the ways a shared 

classroom vocabulary and culture could be built by students bringing teachers into their 

vocabularies. An example of this was illustrated by Philadelphia high schoolers at the beginning 

of the 2018-2019 school year. Two students decided to compile a handbook as an orientation 

guide for first-year teachers in the Philadelphia School District. Their goal was to introduce them 

to "the culture and the environment and the language" of the students they would begin teaching 

with the goal of creating an "equitable classroom." This handbook includes a glossary with terms 

the students thought teachers should know, and both teachers and students saw it as a way to 

connect (https://whyy.org/articles/with-glossary-of-city-slang -philly -students-create-j awn-for

newteachers/?fbclid~I w AR336QpP 5 gew7 cDxShP3Soy600w J5mbr jP6eJ9zXEGEj 09DJNv X2 

Pf4no). This idea of connection through understanding of language allows a school community 

to view language differences positively, rather than as a negative marker of difference. 

The consideration of student-led integration of vocabulary raises questions about a 

teacher's authenticity. Like the teacher I observed, many teachers making considerations about 
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language differences in the classroom are White teachers with students of color. The 

Philadelphia students who produced the glossary mentioned the goal of an "equitable 

classroom." This goal indicates that teachers entering school districts in which students speak 

minoritized language varieties that they do not creates inequity. 

It follows that in order to promote equity, teachers should learn the unfamiliar terms of 

students' varieties to be able to understand their students, and in turn, teach them more 

effectively. This type of understanding is what I noted in Rickford's proposals and my host 

teacher's practices that can lead to culturally competent teaching. It must be considered, 

however, if teachers not only work to understand their students' speech but use a resource like 

the Philadelphia students' glossary as part of a shared classroom vocabulary. 

It could be construed that a shared classroom vocabulary should be truly democratic and 

allow students to introduce words with specific meanings from their own language varieties to 

help the entire class understand and address their feelings and behaviors. I claimed earlier that 

the teacher I observed introduced these terms using standard English vocabulary because that is 

the variety she speaks but that it could be done with lexical items from any variety. This could be 

followed to indicate that students who speak non-standardized variety could include their own 

terms in a shared classroom vocabulary. 

This is where the question of authenticity is raised. Because Standard American English 

is the prestige variety in the United States, people are not typically discriminated against for 

using it. However, minoritized varieties are frequently discriminated against by people in 

positions of authority. One such position of authority historically is the teacher. If White teachers 

begin to use terms from minoritized varieties in order to gain some sort of social capital, they 

then benefit from what the groups that speak these varieties have been discriminated against for. 
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Hill (2008) describes how the shifts of meaning and power can occur through "linguistic 

appropriation." In such a case, what linguists may normally label as "borrowing" from minority 

dialects in the United States can be reframed to help us "understand some linguistic borrowing as 

a kind of theft" (158). Without proper appreciation and understanding of the ways their students 

speak, well-meaning teachers could commit this kind of theft. According to Hill (2008, 158): 

(The group doing the borrowing) adopt resources from the donor language community, 

and then try to deny these to members of the donor language community ... indirectly, by 

reshaping the meaning of the borrowed material into forms that advance their own 

interest, making it useless or irrelevant, or even antithetical, to the interests of the donor 

community. 

Through this process, teachers who pick up on certain items of their students' speech may not 

only use it inauthentic ally or incorrectly, but they may also use their power in the classroom and 

society to appropriate the word, making it ineffective in their students' vocabulary. If teachers 

intend to broaden the shared classroom vocabulary to include items from their students' speech, 

they must do so with care and intention, so they do not diminish their individual students' 

languages while claiming broaden the classroom's language as a whole. Considering this, further 

research into language exchange in the classroom must acknowledge the racism and 

appropriation that can be disguised as innocent borrowing from another language. 

These are only a few possible directions that this research could take in the future. As 

such a widespread issue, linguists and educators must continue to ask how classrooms across 

ages and disciplines can become more inclusive for all learners. 

9 Conclusion 

Because standard English is so ubiquitous and because many students who attend 

American schools do not use it, teachers have to make a concerted effort to include all their 

students in the learning process with accessible language. This may look like a balanced teaching 
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of both standard English and students' home language varieties. It could also be the creation of a 

shared classroom vocabulary, or it could be another method that includes all students and keeps 

the goal of cultural competence centered. When students are invited into a dialogue with 

language that they know how to use, they are able to learn and begin to challenge structures that 

could have otherwise inhibited them. 

I began this project hoping to find concrete examples of the ways teachers across 

disciplines can make both their curriculum and pedagogy more inclusive for all of their students. 

The math teacher I observed tried to include her students by bringing them into a shared 

classroom vocabulary. This promotes their ability and willingness to be vulnerable and reflective 

and do work that is empowering. This is only one example of how to create a linguistically 

inclusive classroom, but the themes of vulnerability, reflection, dialogue, and empowerment are 

necessary to make a classroom inclusive. 
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Appendices 

1 Survey Questions 

Where do you teach? 
How long have you been teaching overall? 
What subject(s) do you teach? 
What grade(s) do you teach? 
Do you have your master's degree in education? 

o If yes, what is your degree in? 
o If yes, did you have linguistics courses in your master's program? 
o If yes, did you take courses on multicultural education or literacy theory? 
o If yes, did you address topics oflinguistic diversity in your program? 
o Ifno, did you take education courses in your undergrad/certification program? Please list. 
o Ifno, did you take linguistics courses in your undergradicertification program? 

Please list. 
Have you participated in professional development that addresses linguistic diversity? If yes, how 
did you corne to participate? (voluntary/assigned by school?) 
Do you teach students whose language variety (dialect/language) is different from your own? 
If yes, what proportion of your class(es) do they make up? 
Is there anything to account for linguistic diversity in your curriculum? (For example, asking 
students to share texts in their horne language or teaching about different students' languages.) 
Do you do anything to account for linguistic diversity in your pedagogical practices? 
Please share an anecdote from teaching experience that has to do with linguistic diversity. This 
could have to do with a time it has created a challenge in a situation, been an asset in a situation, 
made you think about something differently, or any other way it has influenced you. 
Other thoughts you wish to share? 

2 Notes of interviews with observation teacher 

Interview with teacher 9/18/18 

Where do you teach? 
o [name of school] 

How long have you been teaching? 
o I have been a teacher for 8 years. This is my 9th

. I was a full time for 6 and an assistant 
for 2, but still full time in a school right after I graduated 

What subject(s) do you teach? 
o Math 
o Have taught science, social studies 
o First year as assistant math and science assistant and algebra to enrichment group 

What grade(s) do you teach? 
o 6th 

o Middle school always 
Do you have your master's in education? 

o If yes, what is your degree in? 
o If yes, did you have linguistics classes in your master's program? 
o If yes, did you take course on multicultural education or literacy theory? 
o If yes, did you address topics oflinguistic diversity in your program? 
o If no, did you take any education courses in your undergradi certification program? List. 
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• Multicultural Education with Jody Cohen, Schools in American Cities, SpEd 
o If no, did you take any linguistics classes in your undergrad/certification program? List. 

• No - possible that some of them were cross posted 
Have you had any professional development that addresses linguistic diversity? 

o No - the closest thing was at the Philadelphia Writing project after teaching year 1, 
addressed what it means to teach the whole child, teaching writing to whole child, 3 
weeks over the summer, talked about what it means to be ELL, hadn't taught ELL, 
teaching at mostly black school with no ELL 

o Never any PD about ELL 
Do you teach students whose language variety (dialect/language) is different from your own? 

o Yes - more so last year 
If yes, what proportion of your class(es) do they make up? 

o About half also speak Spanish in some form, only 2 students who are also ESOL only 
because they're in SpEd, ESOL teacher for literacy; last year 17 out of 31 kids were 
beginner ESOL students and barely spoke English 

Is there anything to account for linguistic diversity in your curriculum? 
o In the boxed curriculum, yes; some of the envision math curriculum has Spanish 

materials, but there aren't teaching strategies for ELL students, in the teacher guide; more 
of what she does comes from suggestions from ESOL teachers 

Do you do anything to account for linguistic diversity in your pedagogical practices? 
o Comes from other ESOL teachers 

Please share an anecdote from your own life or teaching practice that has to do with linguistic 
diversity. This could have to do with a time it has created a challenge in a situation, been an asset 
in a situation, made you think about something differently, or any other way it has influenced 
you. 

o Last year at this time I was really struggling with esol class, biggest class, right after 
Maria destroyed Puerto rico; momentary influxes of kids who spoke no English and had 
just been traumatized; class with most turnover with most kids corning and leaving; most 
kids who need basic instruction of how to go to school; hard to build trust; (pullout and) 
push in teacher helped me reset - think about what they can do, focus on where they are 
rather than what they can do; not seeing their language as a deficit and focus on what 
they can do - notice what they're able to do; get them to be able to ask the question, get 
them to notice what they can do 

o Do you feel like it helped shift the tone of the classroom? 
• Sometimes, one non-ESOL kid who sucked up energy, made it very hard to focus 

on how to serve esol kids 
• Helped me with some of them; helped to reset expectations, redefine success 

Interview with teacher 10/9/18 

Math Language: 
Using "twenty one fortieths" instead of"2l out of 40"; "I try to embed it as much as possible as 
they have numerical fluency. I never learned that I had to do this, I just do it. I'm sure there is 
theory somewhere ... " 
"Communicate" (other things like "escalate") - Is this a term you've talked explicitly about using 
with them, something you've intentionally modeled, or something some of them may have just 
picked up from you? 

o I feel like I haven't done lessons on it [communication]- model when it comes up 
o Giving opportunities to say what they need, never criticize what they need to say 
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• "You don't slam your bag down when you're frustrated, you say 'I'm 
frustrated '" 

• Sometimes them bringing communication to her when they've talked about it 
many days in a row - one started doing it a lot at the beginning of the year; I need 
to remind her that she's good at communication and model it back 

• Thinking a lot about my role in the whole thing - of course they're gonna be 
pissed off when you say your gonna call parents; not gonna say I'm wrong for 
saying I'm going to call, but I didn't say it well- why I kept those three boys 
after to talk 

• 
o Escalate 

• Now that I've used that I can use it more 
• In those moments with that class I try to name those behaviors as much as 

possible; keep me and kids and behaviors as three separate things; emotional 
response is not to behavior, emotional response is to show that I care; for me too 
- if I can name it, observe it and notice it, it's easier for me to not get mad at them 

• I have to acknowledge that sometimes talking about that is not always gonna 
work - [student names] will all be better tomorrow after talking - their behavior 
is not consistent; [student name] can't be used as an example that way
separating him from his behavior is not doing him any service 

• Every kid gets a fresh start every day is ignoring the issues that kids have at 
horne, emotionally, disabilities; his behaviors are not appropriate for this class; 
giving him a new chance everyday will let him get away with whatever he wants 
and not get the mental health support he needs 

This idea is from someone who works with the district on Positive Behavior support - some kids 
who it works for all the time, some who it works for sometimes, some it won't work at all 

o Kids who don't how to act like humans - a kid who's a Black boy and PBIS doesn't work 
- saying that isn't racist, it's racist that he's not getting the supports he needs; he 
doesn't see anyone working in a positive way; she never yells, only tells him she loves 
him - but giving him a fresh chance everyday won't help him - won't use this language 
on him, but use it to help consider how the rest of the class responds to him 

o Colorblindness related to "fresh chance everyday"; ignoring student's needs is colorblind 
- not racist to acknowledge that some Black boys won't respond well to getting a fresh 
chance every day but it is racist to ignore their needs 

"A big part of multicultural education is giving kids with special needs what they need" 
o At her old school meritocracy was the ideal - teachers were supposed to just teach these 

kids; for many years she thought "I should be able to fIx this," but she's realized that is 
really neglectful of special ed kids; puts the blame on her, neglectful of teachers as 
professionals; "yes, I can do somethings but I can't provide fIxes"; taken some time to get 
over that; didn't have supportive dean fIrst year, but current dean is understanding - they 
at least have a conversation now about whether students can corne back in; she sees "her 
as an ally in a really powerful way" 

• When kids aren't getting the services they need it falls on dean because she has 
to spend the time dealing with it 

• At her old school she would be told she wasn't doing enough - but this kid's in 
the group who positive behavior reinforcement won't help right now (dad's in 
jail, morn won't talk to her) - not never 

Interview with teacher 11/27/18 
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The first thing I wanted to ask was about coaching in your classroom. Is the term "coaching" 
something you carne up with yourself? How did you corne to implement it, and what impact do 
you think it's had with your students? 

o I've seen other math teachers do it and use that word. 
Developed at the beginning of the year learning who her students were 

o Defiance, adhd 
o Choice is important for them - choose whether you want to coach or be coach and be 

brave and communicate that 
I never frame the question who can coach [student name 1 - make it look random with grouping, 
but not just limiting it to team 
About being able to make a choice of whether they want or need it 
If you're coaching you can't write on the paper, hold their pen, mentor - you can't do the work 
for them 
Used the word because it's one they know 
Stopped doing it for a while because it's hard to manage 
Started doing it again because it breaks up the time, esp with the time left now until winter break 
A good way to start class - before a lot of direct instmction 
Can't do it for long periods of time - 10-15 minutes 
At the end of the period today there was no coaching - but you can still ask someone at your team 
for help, but everyone has to focus on themselves first 
Sometimes she really makes them prove that they've done their work before they can coach 
Don't do it right away - make sure they've done the work on their own 
First year she's done it this way, could have done it last year, but she was trying to get her 
bearings 
They're getting better at it - they'll hold each other accountable "you can't write on his paper" 
They know they have to ask for it, I never say "you have to be coached today" 
"I should make a chart about it with 605 because they get the most out of it" 

o They don't know what a life coach is but they know what a football coach is 
• Uses that metaphor - "a football coach doesn't play the game for the players" 
• When you watch a coach flip out why did they do that? Why didn't the player do 

it the way the coach wanted them to? 
• They're not playing for you, they're just teaching you 

I've also been taking information from some of the posters you have in your room, specifically the one 
that says what students can do/say when they feel escalated and the "Math Talk" one. Are these 
suggestions that you've corne up with? Was there input/influence from the students in creating them? 

Make them with the class 
Anchor chart - things that people in education have a lot of feelings about 

o Everything in a classroom should be made by kids 
o Anchor charts are literacy things 
o People at her old school were obsessed, would read chart blogs, get them laminated 
o Should be a reminder of conversation and that they learned something and contributed to 
o Whole point is about routines and shows that you've taught the routine and had students 

think about it and hangs up all year as a reminder 
o Kids brains are growing and they don't remember things, these are active reminders that 

she can refer to - they need the reminders - "I just know I have to repeat myself' 
o Having them live in the room helps me remember to refer to them 
o Anchor charts rage - very busy looking, all over the place, too many charts, kids can't 

concentrate 
o I use them because I love them and learned reasons behind them at myoid school 
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o Math steps should be in their notebooks, anchor charts should be routines and big 
problems 

o All of them are things they can refer to everyday - (I contrast to inspirational posters that 
teachers never talk about) 

Escalated - forgets its there all the time and looks at it after and realizes she could have referred to 
it 
Math talk - also forgets 
Different ones she had last year - precise, explain your thinking, using structures, struggle, when 
you're finished, when your stuck 

o I referred to them like every day - kids used terms because she said the same thing 
every day 

o When you don't use the terms all the time, the kids don't - "kids used 'precise' all the 
time, and they aren't this year" 

Do you make charts when they corne up or do you plan it? 
o Usually does it on the fly - not at the beginning of the year, at the beginning of the year 

she has a list that she does at the beginning of the year 
• Has done independent work looks feels sounds 
• Guest, visitor 
• Projects looks feels sounds 

o With multiple sections she makes it with one group and asks what others would add/take 
away 

Lastly, I want to ask more about how TLI has influenced your practice. I know we've talked about it 
before briefly, but in writing more, I realized that that could be an interesting way for me to consider how 
your educational experiences impact your current practices. Are there specific things (other than the 
check-in questions on quizzes you already mentioned) that you connect back to TLI? You also mentioned 
that it helped you when reacting to behavioral issues, so I'd like to hear more about that or any other ways 
you feel like it's influenced the way you think and act as a teacher. 

There's a push now 
Developmental designs website -looking for a game to play with homeroom, found about trauma 
informed education 

o Didn't know about that 5 years ago 
o TLI is trauma informed - not reacting to them as people, reacting to something you saw 

happen 
• Learned through TLI how to deal with things that aren't institutionally supported 
• Found black and white - open to it or not open to it 
• Hard to change your ways when you've been in the work for a long time 

o Made me better at listening and what it means to be in a trauma informed room 
• "I'm sorry you're having a bad day, you need to leave the room so you can find 

someone to help you" 
• Listening to what a kid is saying to you 
• He was threatening someone 

o What it means to be a reflective teacher - that is TLI 
o Can reflect on good and bad lessons 
o People notice that she's reflective in her teaching and in her organizing work with the 

unIon 
o TLI showed her what happened when you can do it well 

I'm not as good of an instructor - not a lot of innovation, at a place where she needs to focus on 
relationships and being trauma-informed so I'm not thinking as much about what instruction 
looks like 
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All these things I want to be able to do to make the word richer - executing that feels really hard 
right now because the kids I'm working with are so hard because I'm just trying to [md routine 
Seeing other teachers be innovative helps me be motivated to do other stuff 
I've been in other places with my teaching where my pedagogy was really innovative, but my 
relationships with kids was trash and I hated the administrators I was working for 
I think there's a way to have pedagogy that's not that great but have high expectations for the kids 
ILl helps me look at my teaching and see where it's working but see where I can do better 

o UbD, backwards planning 
o Some schools require that - I know how to do it, I've done it, but that's not where the 

work is for me right now. The work right now is not screaming at a student when he's 
threatening another kid. It's a weird balance. 

It also makes me think about the math that I'm doing right now. Not grounded in real world 
anything. Haven't been motivated to write that all. It doesn't feel bad, not really guilty like last 
year, not thoughtful teaching. But I think being in TLI has helped me remember thats a thing. I 
can and should be doing 

3 Email transcriptions 

9/25/18 
Hi [teacher's name], 

I mentioned last week that I might have you write further on some of the questions I asked you in 
person, but this shift in thinking I had today changed my idea slightly. In light of that, I was 
wondering if you would be willing to keep the sense of the "interview" open and ongoing 
throughout the semester as I have questions that arise. I observed some things today that seem 
like they could be really helpful to include in my research, but can't do that in good faith without 
asking you about motivations/practices that have lead you to it. 

If you're alright with that, I would just ask that you respond to the questions I pose (whenever you 
get to them), and then I would theoretically be drawing from them the exact same way I would 
the questions we covered last week. Of course, if there's anything specific you don't feel 
comfortable addressing, the same conditions of the contract would apply, and you wouldn't have 
to respond to it. 

Here are the big reflections I have from today: 

• I've noticed that both you and students in your class use the term "communicate" to talk 
about the (frequently private) discussions you have, teacher to student. I'm curious if this is a 
term you've talked explicitly about using with them, something you've intentionally modeled, 
or something some of them may have just picked up from you. 

• Similarly, I've noticed the way you model the mathematical language (today you specifically 
talked about "fraction language", e.g. nineteen thirds instead of nineteen over three), and I'm 
curious to hear a little about how intentionality you do this and your reasoning for doing so. 

And thank you again for letting me be a part of your classroom. It's been such a rich experience for 
me so far, and I'm really looking forward to the rest of this process! 

Best, 
l\1arley 
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9/26/18 
Hey! Yes - those questions are fine to answer. I feel like I can share more about the first one in 
person but can share the second one now. 

I've been thinking a lot about the cornmon core math practices in the last year or two. I haven't 
done as good of a job on focusing on them this year and need to do better with the ones about 
struggling through difficult problems and attending to precision. I'm also interested in the 
practices of using repeated reasoning/patterns and structure in math. 

Anyway - one that I haven't done much of, ever, has been "modeling with mathematics" or 
critiquing/explaining reasoning. I think it's important for students to be able to use math 
vocabulary in their math talk! conversations that aren't just in math class. Like, when they are 
explaining their work and what a number is, it's important for their defaults to be grade level 
wording/language. I think it's easy to fall back on describing the fraction 1/2 as lout of 2 or 1 
over 2, but the actual word is "one half' which is more likely to show up in a real life situation (or 
a word problem). They need to know both. Also, with things like decimals, it's easy to say that 
1.23 is one point two three, but what does that actually mean? 23 hundredths or 23/100 or 23 
parts of 100. With things like fractions, decimals, and percents, they are so present - everywhere 
- and it's so necessary for kids to have that vocabulary fluency, but it's easy to skip over it because 
it's not necessarily a "skill." I try to think about math as a way of communicating, so the words, 
language, and how we talk about thern feel super important. Today, we looked at the fraction 
5/81 and not one kid knew how to say it as a fraction. Lots of them said 5 divided by 81 (division 
problem), 5 81's (not even correct!), 5 over 81 (yes, it is), 5 out of 81 (that's another way to 
describe it). But no one said 5 "eighty firsts ." When we looked at 21/40, no one said, right away, 
that's twenty-one fortieths. I can't teach all of the numbers in the dictionary, but I try to embed it 
as much as possible as they have numerical fluency. I never learned that I had to do this, Ijust do 
it. I'm sure there is theory somewhere ... 

I hope that's helpful. 

More soon! I'm glad you're getting a lot out of it! We love having you in the room :-) 

11125/18 
Hi [teacher's name], 

I hope you've had the chance to rest and enjoy your holiday! I wanted to follow up about the 
questions I mentioned. As I finished up with my draft, the list of things I wanted to ask about 
grew, so certainly take your time to consider anything you need to, and we don't have to discuss it 
all this week. Also, because I started observing a couple weeks before I was required to, I don't 
need to come in full mornings anymore. If a time other than Tuesday during your prep time 
would work better for you, I can try to come in another time instead. Let me know what makes 
the most sense for you. 

The first thing I wanted to ask was about coaching in your classroom. Is the term "coaching" 
something you came up with yourself? How did you come to implement it, and what impact do 
you think it's had with your students? 

The next is about the lesson summaries that students write for homework. Do you look for 
specific language/topics covered? Is it just meant to be a reflective practice for them? What do 
you think/hope they get out of them? 
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I've also been taking infonnation from some of the posters you have in your room, specifically 
the one that says what students can do/say when they feel escalated and the "Math Talk" one. Are 
these suggestions that you've corne up with? Was there inputlinfluence from the students in 
creating them? 

Lastly, I want to ask more about how TLI has influenced your practice. I know we've talked about 
it before briefly, but in writing more, I realized that that could be an interesting way for me to 
consider how your educational experiences impact your current practices. Are there specific 
things (other than the check-in questions on quizzes you already mentioned) that you connect 
back to TLI? You also mentioned that it helped you when reacting to behavioral issues, so I'd like 
to hear more about that or any other ways you feel like its influenced the way you thirik and act 
as a teacher. It may be interesting to see if any of this comes up with Leo Lambert this week. 

I also wanted to remind you to pass the survey lirik along if you haven't gotten the chance to yet. 
Any responses I get from that will be really helpful. 

Thariks as always for all your help and willingness in the thesis process. I've learned a lot just by 
being in your room and talking with you, and I'm excited to put that into something concrete and 
hopefully meaningfull 

Best, 
Marley 

4 Images of "Math Talk" and escalation anchor charts 

• 
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