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17. Thank the participant for their participation.
18. Provide the participant with a signed copy of their consent form which includes
contact information should they have any clarifying questions or comments.

19. Transcribe recorded interview in order to process as data.

Data Management

Qualitative research conducted through open-ended semi-structured interviews may result
in a large quantity of data being collected and requiring storage. In order to maintain an
appropriate amount of data, the researcher gauged saturation for each research question
following each student interview. Checking for saturation ensured that enough data had been
collected and also alerted the researcher when additional data was not providing additional depth

of understanding to a research question.

To ensure quality record keeping, the researcher labeled all collected recordings with date
of recording and student pseudonym. Digital recordings were labeled by date and pseudonym as
the title of the file when moved to an external hard-drive maintained by the researcher. Any
notes taken during the interview process were labeled and scanned to be stored digitally. Hard
copies were immediately destroyed after verification of digital file. The external hard-drive
storing data is password protected with only the researcher having access to the files. All
physical copies of notes are stored in a secure location outside of the school site where

interviews were conducted.

Data Analysis
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The data analysis process for qualitative studies is described as a linear hierarchy by
Creswell (2013). However, he clarifies that the process of data collection and coding is
interactive, and not always linear. The bottom of the hierarchy begins with the gathering of raw
data and culminates with the interpretation of the meaning of themes or descriptions which

emerge.

This study followed the linear-hierarchical pattern described in Creswell (2013). After
the interviews were completed, they were transcribed, provided to students for verification, and
prepared for data analysis. Since Moustaka’s (1994) theory of self-efficacy is guiding the
research questions and the interview protocol, a qualitative codebook with predetermined codes
was maintained and expanded during the data analysis process. The qualitative codebook exists
in print as well as in soft copy designed as a spread-sheet. Transcripts were read multiple times
before it was coded by hand. During transcript readings, the researcher annotated significant
quotes and common themes in the margins. Common emerging quotes were coded by
designating a word representative of a category. Creswell (2013) suggests that the coding
process will enable the researcher to develop a description of the participants, the setting, and
categories or theme which will be analyzed. A spreadsheet was utilized to analyze the frequency
of themes occurring across interviews. In order to provide additional depth to analysis, the
researcher considered how emergent themes may connect to one another. The themes are
represented by a guiding narrative to convey the overall finding of each theme. Findings will be

discussed in chapter four.

To ensure that the qualitative data the researcher gathered was being coded and
categorized into themes with validity, two colleagues which have previously earned their

doctorate will be asked to review process and product. Peer debriefing with reviewers who will
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have completed a doctoral program which made them competent to review the validity of the
research process of qualitative design. Additionally, negative discrepant information was
presented to add to the credibility of the findings. Their review helped identify any potential
misinterpretations by the researcher as well as missing themes which were not identified in the
data. Lastly, reliability safeguards detailed by Creswell (2013) were ensured by checking
transcripts for obvious errors made during the transcription, ensuring that there is no drift in

coding definitions, and constantly comparing data with the codes.

Positionality

From a personal perspective, | was driven to study the experience of ELLSs as a result of
my own experience of transitioning to English at the age of eight. Similar to the student
population at my school site, | experienced multiple school changes before graduating from high
school. In my experience with two elementary schools, two middle schools, and one
comprehensive high school | found that the approach to English learners was vastly different and
not aligned vertically or even within the same school district. My experience in my first year as
an English learner ranged from immersion, to pull out approach, to native language instruction.
Every year moving forward consisted of no additional services. | was not re-tested until |
transferred districts six years later at which point | was reclassified as fluent English proficient.
My clearest memory involving my classification as an English leaner arose as a revelation in
high school. Because I had been tracked since entering elementary school, | never had access to
participate in honors courses. As a result, although I had requested to be on the pathway to take
advance placement courses during my junior and senior year, | was denied. | clearly remember
my mother and sister having to go through multiple meetings with the principal and guidance

counselor to convince them | could perform in a college-bound pathway until the school
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acquiesced. Not having participated in the pre-requisite course work, my first year on the
pathway was a disaster. | lacked the prior knowledge and skills necessary to survive in honors
courses while my peers had been cognitively trained for multiple years. | spent the next summer
working with private tutors to gain the skills | needed to survive and thrive on the college track.
While incredibly grateful that my parents had the language skills, drive, and capacity to push me
from a remedial track to a college bound track, it made me acutely aware of the injustice and
inequity inherent in school design for special populations. As a result, my professional career

has swayed toward a thread of social justice.

From a professional perspective, | have dedicated over a decade of my career analyzing
my own pedagogy as well as studying the practices of peers in their instruction of English
learners. Through my work as an inner city teacher, curriculum specialist, and administrator |
have discovered the vast nature of inequity present for students belonging to a special
population. Taking on my first administrative role opened by eyes to the variation in services
provided to English learners across school sites. The English language development program at
my school was failing by all indicators. Students exited the program at such a rapid pace that the
cohort size remained under twenty for many years. Through efforts to ensure equity and
improve program design, the English Language Department now hosts nearly 140 students.
Having expanded in a relatively short period of time, | take personal interest understanding the
lived experiences of students who are expected to perform at a high cognitive level for the first
time in their academic career. The role of administrator forced me to examine the dynamic of
English Learners at my school site and distinguish between what was equal, and what was

equitable for this student group. This research is significant to me because it has the potential to



provide a scaffold for truly equitable program design for English learners across similar school

sites.

69



70

Chapter 4. Results

Introduction

The purpose of this phenomenological study was to explore the college-related self-
efficacy of 12" grade English Learners enrolled in a public charter high school in Southern
California. College-related self-efficacy is defined as a student’s belief that they can attend

college.

This qualitative exploratory study was designed to explore the beliefs and attitudes that
current senior English Learners have regarding the possibility of attending college. A cross
sectional data collection approach was utilized to explore college-related self-efficacy during
English Learners’ senior year. The current senior class is the first to experience a high school
pathway designed to culminate in ELLs having both the skills and having completed the

coursework to make them college-ready and competitive during the admissions process.

This study explored college-related self-efficacy of senior ELLs attending a Southern
California charter school during the 2015-2016 school year. The following research questions

directed this study:

Question 1: What have English Learners who are currently seniors at an urban charter school in

Southern California experienced in terms of college-related self-efficacy?

1.1: How do English Learners who are currently seniors at an urban charter

school in Southern California describe their college-related self-efficacy?
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Question 2: What do English Learners who are currently seniors at an urban charter school in
Southern California describe as contexts or situations which have typically influenced or affected

their experiences of college-related self-efficacy?

2.1: What do English Learners who are currently seniors at an urban charter
school in Southern California believe has most influenced their college-related
self-efficacy?

2.2: What do English Learners who are currently seniors at an urban charter
school in Southern California believe is needed, if anything, to improve their

college-related self-efficacy?

To complete this qualitative study, a phenomenological method including semi-structured
in-depth interviews was utilized with senior ELLS who have been continually enrolled for two or
more years. Transcriptions of interviews were analyzed individually, filtered into a codebook
based on Bandura’s (1977) self-efficacy model. Once each of the eight interviews were sorted
into the codebook, transcript portions were compared for contradictions or emergent themes to
describe the lived experience of English learners having experienced a college going academic

pathway.

Both research questions and three sub-questions were addressed by conducting
individual, semi-structured, student interviews during the 2015-2016 academic school year.
Students interviewed attended the Southern California charter school for a minimum of two
years and participated in the English language development program and course pathway. This
study followed the linear-hierarchical pattern described in Creswell (2013). After the interviews

were completed, they were transcribed and prepared for data analysis. Since Moustaka’s (1994)
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theory of self-efficacy is guiding the research questions and the interview protocol, a qualitative
codebook with predetermined codes was maintained during the data analysis process. The
qualitative codebook exists in print as well as in soft copy designed as a spread-sheet with
multiple tabs addressing each research question. Transcripts were read multiple times before
being coded by hand. During transcript readings, the researcher annotated significant quotes
and common themes in the margins. Common emerging quotes were coded by designating a
word representative of a category. Creswell (2013) suggested that the coding process will enable
the researcher to develop a description of the participants, the setting, and categories or theme
which will be analyzed. A spreadsheet was utilized to analyze the frequency of themes occurring
across interviews. Two additional experienced coders were asked to verify accuracy of
codebook and confirm emergent themes. In order to provide additional depth to analysis, the
researcher considered how emergent themes connected to one another. The themes will be

represented by a guiding narrative to convey the overall finding of each theme in this chapter.

This chapter is organized by individually addressing both of the study’s guiding research
questions and three sub-questions as introduced in chapter one. The first section addresses
research question one and sub-question one and presents the findings from the student
interviews. The second section addresses research question two and sub questions two and three
and presents the findings from the student interviews. Each section outlines the data gathered and

provides a narrative summarizing the findings.

Research Question One Findings

The first research question aimed to explore senior English learner perceptions of their

college-related self-efficacy. Questions one on the interview tool specifically asked students to
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identify how they experience college-related self-efficacy through three lenses in Bandura’s
(1977) self-efficacy model. Specifically, both the interview tool and the code-book categorized
student responses through the lenses of magnitude, generality, and strength. Magnitude refers to
a person’s belief that they can perform tasks when they are arranged by level of difficulty or
challenge. Generality refers to a general sense of mastery attained from some tasks versus a
limited sense of mastery created in others. Strength refers to the ability of setback to allow for
the wavering of the belief that an individual can be successful. Research question one and sub-
question one address students’ noematic framework, Moustakas (1994), or how they assign
meaning to their experience. From 8 verbatim transcripts, 24 key statements were categorized
into research question one, and sub-question one. The table below represents student statements
for magnitude, generality, and strength stems. The complete table with 24 key statements can be

found in Appendix J.

Organizing the phrases into related categories resulted in the emergence of six themes.
Table 4 denotes the emerging themes from the eight student interviews for each lens or
questioning stem: magnitude, generality, and strength. In relation to research question one and

sub-question one, two themes emerged for each of Bandura’s (1977) lenses.

Table 4

Themes Emerging from Question One: High-school Experience

Magnitude responses n Generality responses n Strength  responses n

Themes Themes Themes

Better life 6 4 Building 6 5 Choices 6 5
Capacity

Adult 4 4 Metacognition 3 3 Crit 4 4

investment
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Magnitude stem themes. The magnitude stem of research question one and sub-question

one has two themes emerging from an analysis of student responses to interview questions 4:

better life and adult investment. The magnitude stem of self-efficacy asks students to consider

which tasks they can complete on a spectrum of easy to difficult. Specific student responses are

detailed in table 5 and table 6. Table 5 provides student responses for the theme of better life.

Table 6 provides student responses for the theme of adult investment.

Theme 1: Better life. Table 5 displays student key statements for the magnitude stem

theme one: better life.

Table 5

Student Statements Regarding Theme 1-Better Life

Student Theme 1: Better Life

CHSO01 No relevant statement made

CHS02 “I hope so, because | do want to keep my education”

CHS03 No relevant statement made

CHS04 No relevant statement made

CHSO05 No relevant statement made

CHSO06 “Yes | believe that I can go to college because I need it, | need to continue with

my studies and | want to be someone who is successful with my life and that’s
what my mom wants.”

“ Because I’'m an immigrant I don’t have the money, I think about that and at the
same time I think about if I'm going I can get my documents and continue my

studies and become a police”
(continued)
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Student Theme 1: Better Life

CHSO07 No relevant statement made

CHSO08 “well, when I first came, honestly it was really hard because I didn’t know how
to speak English and a lot of people laugh about my accent so that, like, makes
me feel like, a way like, don’t try to more, don’t do the best of me, but I believe
that I had to keep going, ignore those people because that feeling, that wouldn’t
help my trajectory of my education”

“mmmm, uhhh, the language, English, | because, this is, if this is hard for me to
talk English here, I’'m thinking about college, It’s going to be really hard for me.
Sometimes, | want to put myself down, but my parents tell me to go because its,
it will be good for me and for my future, so yeah. And my teachers really
support me to, to keep going and never give up. And yeah”

“And I’ve been telling myself that I will go to college, it’s going to be hard, it’s
not going to be easy, but that’s how life is. We came here, and um, to have more
opportunities, that’s why”

Sub-question one, interview question 4, specifically asked students to consider their
college related-self efficacy through the magnitude lens. This lens considers tasks on a spectrum
from simple to difficult. Those with strong self-efficacy will be able to identify tasks as difficult,
but will have confidence in being able to complete them nonetheless. For example, student
CHSO8 stated that college is “going to be hard, it’s not going to be easy, but that’s how life is”.
With this framing inherent in the interview instrument and also a mindset common to the
students being interviewed, the first theme to emerge was a focus on a better life. Multiple
students cited going to college as a means to achieve overarching goals. Specifically, students
identified college as a gate-way to: professional careers, receiving documentation to remain in
the country, ensuring a successful future, creating more opportunities. Thus, the common thread

was utilizing college as a means to realizing long term objectives.
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Theme 2: Adult investment. Table 5 displays student key statements for the magnitude

stem theme two: adult investment

Table 6

Student Statements Regarding Theme Two-Adult Investment

Student Theme 2: Adult Investment

CHSO01 No relevant statement made

CHS02 No relevant statement made

CHSO03 “well, the teachers helped me a lot with my English and writing, reading, so now
I can believe that I can go but when | came here | believed that | could not
because I didn’t know the language, how to speak, write, read, but now I know
that I can, so | know that I can go.”

CHS04 “um, actually, I’m passing the high school with only 3 years and that makes me
feel like maybe I’m not prepared yet to go to college but at the same time I feel
like, um, I’'m doing a good work and I’m trying hard. It’s difficult for me
because, um, I don’t know this is a different culture and I can’t, I feel like I can’t
be myself sometimes because I have to speak another language. I’'m missing my
country so much but everything I’m doing right now its to give back to my
parents everything they have given to me. So that makes me feel that I’'m
prepared and I’m going to make it.”

CHSO05 No relevant statement made

CHSO06 “Yes | believe that I can go to college because I need it, | need to continue with
my studies and | want to be someone who is successful with my life and that’s
what my mom wants.”

CHSO07 No relevant statement made

CHSO08 “mmmm, uhhh, the language, English, I because, this is, if this is hard for me to

talk English here, I’'m thinking about college, It’s going to be really hard for me.
Sometimes, | want to put myself down, but my parents tell me to go because its,
it will be good for me and for my future, so yeah. And my teachers really
support me to, to keep going and never give up. And yeah”
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While theme one, better life, illuminated student commitment to attending college, the
second emerging theme, adult investment, speaks to the ongoing support system necessary for
the interviewed students to maintain a high level of college-going self-efficacy. Specifically, the
adult investment identified by CHS03 highlights the role a teacher played stating: “teachers
helped me a lot with my English and writing, reading, so now | can believe that | can go but
when | came here | believed that | could not because I didn’t know the language”. This type of
adult investment speaks directly to the magnitude lens of self-efficacy which allows an
individual to see the difficulty in a task without wavering in their belief that they can succeed.
The two groups repeatedly mentioned by students interviewed were teachers and parents as adult

support systems.

Generality stem themes. The generality stem of research question one and sub-question
one has two themes emerging from an analysis of student responses to interview question 6:
building capacity and metacognition. The generality stem of self-efficacy asks students to
consider whether they can transfer their proficiency at one task to another. Specific student
responses are detailed in table 7 and table 8. Table 7 provides student responses for the theme of

building capacity. Table 8 provides student responses for the theme of metacognition.

Theme 1: Building capacity. Table 6 displays student key statements for the generality

stem theme one: building capacity.
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Student Statements Regarding Theme One-Building Capacity

Student

Theme 1: Building Capacity

CHCO1

CHS02

CHS03

CHS04

CHSO05

CHS06

CHSO07

CHS08

“uh, I have difficult with my language and I’'m trying to learn more, If I'm
going to college it is going to be hard”

“ because you know like when you came here and you don’t know how to speak
English it is really hard to get along with people so you feel like you can’t keep
going because you don’t know the language and you don’t know how to express
yourself and how to talk to people. It is really really really hard”

“ 1 know that in college I have to talk with other people and my teachers and all
this stuff, so now that I talk a lot with my teachers | have a new friend that only
speaks English so now I, that made me change my mind and think that | have to

2

g0

No relevant statement made

“Idon’t know how to answer that. I think that I can be in college by passing all
the challenges that | have with my language, learning English and being new to

the country”

“Because I learned English, I don’t speak a lot but I read and write and I know I
can do it. When | go to college I will learn more and more”

“ when I come the first time here, in 9th grade, I really was shy, I didn’t talk
with anyone and Ms.R told me that I didn’t have to be like that and she, she
teach me that | had to speak more and | learned with her class a lot”

No relevant statement made

No relevant statement made

The generality stem woven into the interview tool asks students to describe implementing

the skills they have already acquired in the college setting through question 6. The first theme

which emerged from the generality stem points to students viewing their high-school experience

as an opportunity to build their capacity in language skills which they mention are necessary to
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be successful in college. Specifically, Table 7 serves as evidence that multiple students

interviewed consider the ability to express themselves as pivotal to progressing with their

studies. Student CHSO02 states “you feel like you can’t keep going because you don’t know the

language and you don’t know how to express yourself and how to talk to people”. Expression

through language, therefore, in both academics and the social realm is identified as a necessary

tool as students build their capacity to be successful in college.

Theme 2: Metacognition. Table 7 displays student key statements for the generality stem

theme two: metacognition.

Table 8

Student Statements Regarding Theme 2-Metacognition

Student Theme 2: Metacognition

CHSO01 No relevant statement made

CHS02 “because you know like when you came here and you don’t know how to speak
English it is really hard to get along with people so you feel like you can’t keep
going because you don’t know the language and you don’t know how to express
yourself and how to talk to people. It is really really really hard”

CHS03 No relevant statement made

CHS04 No relevant statement made

CHSO05 “ the experience that | had or learning the new language because that made me
feel stronger to continue my education”

CHSO06 “I just think what I want to do with my future”

CHSO07 No relevant statement made

CHSO08 No relevant statement made
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The second theme emerging from the generality stem is the concept of student
metacognition, or students thinking about the way they are thinking. The interview tool utilized
directed students to describe how they could transfer learned skills across tasks through question
6. While the first theme, building capacity, pointed to utilizing skill building as a stepping stone,
it is important to note that several student responses pointed to the process of acquiring
proficiency before being able to transfer a learned skill across tasks. Student CHSO5 considers
“the experience that | had or learning the new language because that made me feel stronger to
continue my education”. While the end result of skill transfer is important to note under the
theme of building capacity, student metacognition concerning their experience also emerges

when considering self-efficacy through the generality lens.

Strength stem themes. The strength stem of research question one and sub-question one
has two themes emerging from an analysis of student responses to question 8: building capacity
and choices. The strength stem of self-efficacy asks students to consider the amount of certainty
they have about completing a specific task. Specific student responses are detailed in table 9 and
table 10. Table 9 provides student responses for the theme of building capacity. Table 9 provides
student responses for the theme of choices. Table 9 provides student responses for the theme of

grit.

Theme 1: Choices. Table 9 displays student key statements for the strength stem theme

one: choices.
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Student Statements Regarding Theme One-Choices

Student Theme 1: Choices

CHSO01 “okay, I’'m not sure because my grades is not good, I got F, Cs, Ds, I don’t think
s0.”

CHS02 “yes kids there when they don’t want to work with me, | can do anything by
myself”

CHS03 No relevant statement made

CHSO04 “um, maybe, well, | started ESL when | came from 8th grade and | started 10th
grade. People told me that | would be here 3 years more and I was like no, |

(continued)

don’t want to be here three years, I’'m old | feel like my age is, should be in
college. So, that’s when I had to read more, I had to, I don’t know, do all my
work and that helped me to pass the ESL classes in one year. And | came to
summer and summer school and that helped me too, and | passed the ELD
classes better.”

CHS05 No relevant statement made

CHSO06 “hmmm, I see many things, I see people who are destroying their life and I don’t
want this, to be ruined. | see many friends, they do drugs, drink, and something
like that and they made me think about my life”
“1 told my mom yesterday that I can’t, I can’t go because I need to work to help
you”

CHSO07 No relevant statement made

CHSO08 “yeah, there was times when there were things that stop me but, it’s pretty hard,

but I did some thinking that things that are negative are not going to hurt me, for
me to persevere is the most important and | talked to my teachers and what I can
do. But there was people that laugh about me, that you can’t do this, that you are
not going to be successful, and they made me feel bad, but I just um, ignored it.
Yeah”

The strength stem of college-related self-efficacy focuses on a person’s ability to

persevere through challenges. The focus on perseverance was also a driving consideration for the
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design of the interview tool. During this portion of the interview, multiple students pointed out
the choices they had the opportunity to make based on the experiences they were confronted with
in their daily lives utilizing question 8 of the interview tool. These choices included: not going
to college due to poor grades, giving up on assignments due to negative peer interactions, joining
peers in engaging in recreational drugs and alcohol, being discouraged from completing high-
school due to the long time investment or feeling the need to financially contribute to their
family. CHSO06, a senior just months from high-school graduation continues to consider her
choices: “I told my mom yesterday that I can’t, I can’t go because I need to work to help you”.
An assumption can be made that once a challenge is overcome, it no longer serves as an obstacle.
The student statements about an ongoing struggle to make choices evidence that college-related

self-efficacy is an ongoing progress, rather than a singular event

Theme 2: Grit. Table 10 displays student key statements for the strength stem theme two:

grit.

Table 10

Student Statements Regarding Theme Two-Grit

Student Theme 2: Grit

CHSO01 No relevant statement made

CHS02 “yes kids there when they don’t want to work with me, | can do anything by
myself.”

CHSO03 No relevant statement made

(continued)
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Student Theme 2: Grit

CHSO04 “um, maybe, well, | started ESL when | came from 8th grade and | started 10th
grade. People told me that | would be here 3 years more and | was like no, I
don’t want to be here three years, I’'m old I feel like my age is, should be in
college. So, that’s when I had to read more, I had to, I don’t know, do all my
work and that helped me to pass the ESL classes in one year. And | came to
summer and summer school and that helped me too, and I passed the ELD
classes better.”

CHSO05 No relevant statement made
CHSO06 No relevant statement made
CHSO07 “um, for example in my second year in high school , um when I was in my

English class, um, | think about the difficult part to be in an English class and |
don’t know. And now I think like high-school, or college can be hard for me.”

CHSO08 “ yeah, there was times when there were things that stop me but, it’s pretty hard,
but I did some thinking that things that are negative are not going to hurt me, for
me to persevere is the most important and | talked to my teachers and what | can

(continued)
do. But there was people that laugh about me, that you can’t do this, that you
are not going to be successful, and they made me feel bad, but I just um, ignored
it. Yeah.”
“And I’ve been telling myself that I will go to college, it’s going to be hard, it’s
not going to be easy, but that’s how life is. We came here, and um, to have more
opportunities, that’s why.”

Grit, as it relates to the student statements in table 10, refers to the resolve necessary to
maintain positive college-related self-efficacy throughout the high-school experience. This
theme emerged from question 8 of the interview tool. While the first theme under the lens of
strength considers the choices students could potentially make, the other component of having to
make choices on an ongoing basis comprises the emergent them of grit. Specifically, student
CHSO08 summarizes that the ongoing choices made are “not going to be easy, but that’s how life

1s”. CHSO02 recalls a time when an English speaking student did not want to work with her in
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class: “yes kids there when they don’t want to work with me, I can do anything by myself”. The

recollection is rounded with tenacity evident across student statements.

Research Question Two: Sub-Question One Findings

The second research question aimed to identify senior English learner experiences of
contexts or situations effecting their college-related self-efficacy. The interview tool utilized
specifically asked students to identify which experiences influenced their college-related self-
efficacy in questions 2, 3, 5, and 7. Additionally, the tool prompted the students to consider what
experiences, if any, were needed to improve their college-related self-efficacy. Once again, both
sub questions were conveyed through three lenses in Bandura’s (1977) self-efficacy model.
Specifically, both the interview tool and the code-book categorized student responses through the
lenses of magnitude, generality, and strength. Magnitude refers to a person’s belief that they can
perform tasks when they are arranged by level of difficulty or challenge. Generality refers to a
general sense of mastery attained from some tasks versus a limited sense of mastery created in
others. Strength refers to the ability of setback to allow for the wavering of the belief that an
individual can be successful. Research question two and sub-questions two and three address
students’ noetic framework, Moustakas (1994), or how their perception of their experience.

From 8 verbatim transcripts, 27 key statements were categorized into sub question two.
Following statements relevant to question two will be a description of emergent themes. From 8
verbatim transcripts, 17 key statement were categorized into sub question three. Following
statement relevant to question three will be a description of emergent themes. The tables below
represents student statements for magnitude, generality, and strength stems. A table with all 27
key statement for sub question two can be found in Appendix K. A table with all 17 key

statements categorized under sub-question 3 can be found in Appendix L.
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Organizing the phrases in table K into related categories resulted in the emergence of six
themes. Table 11 denotes the emerging themes from the eight student interviews for each lens:
magnitude, generality, and strength. In relation to research question two and sub-question two,

two themes emerged for each of Bandura’s (1977) lenses.

Table 11

Themes Emerging from Question Two: Situations Influencing Experience

Magnitude responses n Generality responses n Strength  responses  n

Themes Themes Themes

Outer voice 4 4  Modeling 3 2 Growth 6 4
Mindset

Inner 5 4 Encouragement 7 4  Doubt 4 3

\oice

Magnitude stem themes. The magnitude stem of research question two and sub-question
two have two themes emerging from an analysis of student responses to question 3: outer voice
and inner voice. The magnitude stem of self-efficacy asks students to consider which tasks they
can complete on a spectrum of easy to difficult. Specific student responses are detailed in table
12 and table 13. Table 12 provides student responses for the theme of outer voice. Table 13

provides student responses for the theme of inner voice.

Theme 1: Outer voice. Table 12 displays student key statements for the magnitude stem

theme one: outer voice.
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Student Theme 1: Outer Voice

CHSO01 No relevant statement made

CHS02 “what I like to do is like, when I want to help others like with Ms.C. Like I ask
for a pass to go to her class and she let me help to the kids that don’t know how
to speak English”

CHS03 No relevant statement made

CHS04 No relevant statement made

CHSO05 No relevant statement made

CHSO06 “Yes | believe that I can go to college because I need it, | need to continue with
my studies and | want to be someone who is successful with my life and that’s
what my mom wants.”

CHSO07 “um, I think that my first year was difficult but now I feel more comfortable to
go to college because my teachers tell me that I’'m going”

CHSO08 “mmmm, uhhh, the language, English, I because, this is, if this is hard for me to

talk English here, I’'m thinking about college, It’s going to be really hard for me.

Sometimes, | want to put myself down, but my parents tell me to go because its,
it will be good for me and for my future, so yeah. And my teachers really
support me to, to keep going and never give up. And yeah”

Questions two and three of the interview tool point students towards considering events

or people of influence which have had an impact on their ability to see themselves completing

simple to difficult tasks. While the theme of adult investment under question one focused on

description, outer voice under question two focuses on influence. When considering influence,

students cite the outer voice coming specifically from teachers and parents which utilizes a

variety of messages such as: the impact of continued education on students’ future, helping
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peers, or reiterating students’ ability to pursue higher education. Interestingly, CHSO07 attributes
a portion of their college-related self-efficacy to finite statements made by a teacher: “now I feel
more comfortable to go to college because my teachers tell me that I’'m going”. While this

statement does not mention skills which would make college coursework accessible, it highlights

the impact outer voices have on the shaping of college-related self-efficacy.

Theme 2: Inner voice. Table 13 displays student key statements for the magnitude stem

theme two: inner voice.

Table 13

Student Statements Regarding Theme Two-Inner Voice

Student Theme 2: Inner Voice

CHSO01 No relevant statement made

CHS02 No relevant statement made

CHSO03 -“well maybe when | started to think about how much it can cost. The money

that | have to pay for that, but | know that there is, uh, a lot of financial aid that
can help me in paying for those things, yeah.”

CHSO04 “um, I think, um I’ve had many experiences that makes me think that maybe I
am capable of going to college. The first one was passing the CAHSEE when |
only had 6 years, or 6 months in the country, and that was one. And then | had to
take in 11th grade, | had to take 2 English classes at the same time and that
helped me a lot, and I proved to myself that I can do it. And now I’m taking an
AP class, I'm taking AP government too which it’s helping me, and now I can, |
can have conversation with someone which two years ago [ wasn’t able to do it.
So maybe those are the experiences”

CHSO05 No relevant statement made
(continued)
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Student Theme 2: Inner Voice

CHSO06 “Yes | believe that I can go to college because I need it, | need to continue with
my studies and I want to be someone who is successful with my life and that’s
what my mom wants.”

“ Because I’'m an immigrant [ don’t have the money, I think about that and at the
same time I think about if I'm going I can get my documents and continue my
studies and become a police.”

CHSO07 No relevant statement made

CHSO08 “mmmm, uhhh, the language, English, | because, this is, if this is hard for me to
talk English here, I’m thinking about college, It’s going to be really hard for me.
Sometimes, | want to put myself down, but my parents tell me to go because its,
it will be good for me and for my future, so yeah. And my teachers really
support me to, to keep going and never give up. And yeah.”

While theme one under the magnitude stem addressed outer voices impacting college-
related self-efficacy, theme two considers the inner voice. Inner voice, in terms of interview tool
questions two and three addresses the impact self-talk or personal convictions have on shaping
student belief that they can go to college. It is important to note that not all inner voice
statements are positive from the perspective of the students. CHSO08 elaborates: “I’m thinking
about college, it’s going to be really hard for me. Sometimes, I want to put myself down” which
addresses the emergent them of inner voice. However, in the same statement CHS08 makes a
connection with the first theme, outer voice, by continuing that: “I want to put myself down, but
my parents tell me to go because its, it will be good for me and for my future, so yeah. And my
teachers really support me to, to keep going and never give up”. CHS06 makes a similar
connection by stating the impact of the inner voice balanced with the outer voice of parental

guidance.

Generality stem themes. The generality stem of research question one and sub-question

two have two themes emerging from an analysis of student responses to question 5: modeling
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and encouragement. The generality stem of self-efficacy asks students to consider whether they
can transfer their proficiency at one task to another. Specific student responses are detailed in
table 14 and table 15. Table 14 provides student responses for the theme of modeling. Table 15

provides student responses for the theme of encouragement.

Theme 1: Modeling. Table 14 displays student key statements for the generality stem

theme one: modeling.

Table 14

Student Statements Regarding Theme One-Modeling

Student Theme 1: Modeling

CHSO01 No relevant statement made
CHS02 “my, like, people around me, like my teachers, my mom”
“Um, it was really important to me because | learned more and | started talking

to people. What helped me, it was like, when | say something wrong, they never
laughed, they just helped me to say it right.”

CHS03 No relevant statement made
CHS04 No relevant statement made
CHSO05 No relevant statement made
CHSO06 “with my teachers, they told me that, when they come they were immigrants

and they inspired me, and they told me that I can if, | can.”
CHSO07 No relevant statement made

CHSO08 No relevant statement made
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The stem of generality under research sub-question two asks students to consider how
their ability to transfer mastery across tasks has impacted their college related self-efficacy in
question 5 of the interview tool. The first emerging theme is the concept of modeling. Students
in Table 13 specifically note modeling through multiple methods and multiple people. CHS02
recalls receiving meaningful and helpful feedback from peers when acquiring language. CHS06
specifically mentions teachers who display empathy having gone through a similar language
acquisition process and having completed college while becoming professionally successful. In
both scenarios, the students being interviewed are drawing to attention the examples of success

in terms of impact on their college-related self-efficacy.

Theme 2: Encouragement. Table 15 displays student key statements for the generality

stem theme two: encouragement.

Table 15

Student Statements Regarding Theme Two-Encouragement

Student Theme 2: Encouragement

CHSO01 No relevant statement made

CHS02 No relevant statement made

CHSO03 No relevant statement made

CHS04 “um, | think the teachers are, is very important part of uh, for us as a ESL

student because they make us realize that we are capable of doing what they
believe in and for example, Mr.V, Ms.R, and Mr.R they are examples of
immigrants, um , who came to this country and you can see them as your
motivation and as a clear example that you can do it.”

CHSO05 No relevant statement made
(continued)
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Student Theme 2: Encouragement

CHSO06 “with my teachers, they told me that, when they come they were immigrants and
they inspired me, and they told me that I can if, I can”

“when | come the first time here, in 9th grade, I really was shy, I didn’t talk
with anyone and Ms.R told me that I didn’t have to be like that and she, she
teach me that I had to speak more and | learned with her class a lot.”

“push them, work with them, and teach them what you know”

CHSO07 “ my English class, at the first time, I feel like scared because I don’t understand
English, but now yeah”

CHSO08 “Yeah, um. When my English wasn’t good, when I started writing better and the
teachers um, they congratulated me and told me that | have been improving even
more and it keeps me more to keep going”

“ | believe they should really not be scared of speaking English, they should try
um, they should be more involved. | was , | had those teachers who told me to

never give up, to keep on trying, that I will get accepted to a university and it’s
going to be, proudfull, proud”

The second theme emerging from the generality stem under question two is the presence
of encouragement. Again, research question two addresses self-efficacy through the lens of
impact rather than a personal description as addressed in question one. This is specifically
addressed in question 5 of the interview tool. Through this lens, the students interviewed
multiple sources of encouragement throughout the phases of language acquisition. Student
CHSO04 mentions how the English development teachers focused on capability. Student CHS08
mentions verbal accolades received for an improvement in writing. Lastly, student CHS07
describes the transition from fear to understanding in English class. All three students, while
having different experiences, have encouragement as a common thread impacting their college-

related self-efficacy.
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Strength stem themes. The strength stem of research question two and sub-question two

have two themes emerging from an analysis of student responses to question 7 of the interview

tool: growth mindset and doubt. The strength stem of self-efficacy asks students to consider the

amount of certainty they have about completing a specific task. Specific student responses are

detailed in table 16 and table 17. Table 16 provides student responses for the theme of growth

mindset. Table 17 provides student responses for the theme of doubt.

Theme 1: Growth mindset. Table 16 displays student key statements for the strength

stem theme one: growth mindset.

Table 16

Student Statements Regarding Theme One-Growth Mindset

Student Theme 1: Growth Mindset
CHSO01 No relevant statement made
CHS02 “ ummm, when I was with Ms.U, and | was in English 2b, and Ms.R put me

with Ms.V that was like the best thing ever because you know like, there
were only people who don’t know how to speak Spanish so I saw myself
forced to speak English and that was like the best, that really helped me.”

“I don’t know if this is, but I was in Ms.V’s class, it was the second semester
I guess, and I was with my partner and he said “Miss, can I sit with someone
smarter” and I just put my head down, and she said, she got really mad, and
she was like, don’t say that because she got better grades than you. And that
made me feel good because he was trying to make me feel dumb, and my
teacher, Ms.V, she respond to him.”

“believing in myself”
(continued)
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Student

Theme 1: Growth Mindset

CHSO03

CHSO04

CHS05

CHS06

CHSO07

CHS08

“ One of the things was, because I don’t feel prepared at first because I mean
I was like shy and I don’t really like to talk a lot and through the years that I
am here, so I know that I have to talk more and now I’'m doing it, I know that
in college I have to talk with other people and my teachers and all this stuff,
so now that I talk a lot with my teachers | have a new friend that only speaks
English so now I, that made me change my mind and think that | have to

2

go.

“ Maybe at the beginning of the year, um, since | am an undocumented
student, someone told me that I should, um, like get married to get papers so
I can go to college and I don’t want that, [ don’t want to....uhuh, that really
hurt me, and I went crying to home because I don’t want to depend on a man
to be someone in this country. You know my parents don’t have the money,
but I think there is many ways I can do it”

No relevant statement made

“hmmm, I see many things, | see people who are destroying their life and |
don’t want this, to be ruined. I see many friends, they do drugs, drink, and
something like that and they made me think about my life”

No relevant statement made

No relevant statement made

The strength stem, question 7 of the interview tool, under research question two asks

students to consider the influence of perseverance on their college-related self-efficacy. From

this concept, a theme of growth-mindset emerges. A growth mindset describes a frame in which

students understand their opportunities for growth and acknowledge that a skill is not

accomplished yet, rather than thinking from a deficit mindset. CHSO03 recalls “because I don’t

feel prepared at first because [ mean I was like shy and I don’t really like to talk a lot”. The

student further elaborates by comparing the original experience with the current one: “now that I

talk a lot with my teachers I have a new friend that only speaks English so now I, that made me
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change my mind and think that [ have to go”. Similarly, CHS02 mentions the need to continue

practicing speaking in English and CHS04 speaks about the need to continuously look for

solutions for paying for college. With the assistance of adults on campus, all three students

connect through the concept of not having a solution at the time, but continuing to work toward

finding one: the growth mindset.

Theme 2: Doubt. Table 17 displays student key statements for the strength stem theme

two: doubt.

Table 17

Student Statements Regarding Theme Two-Doubt

Student

Theme 2: Doubt

CHSO01

CHS02

CHS03

CHS04

CHSO05

No relevant statement made

“ 1 don’t know if this is, but I was in Ms.V’s class, it was the second semester I
guess, and I was with my partner and he said “Miss, can I sit with someone
smarter” and I just put my head down, and she said, she got really mad, and she
was like, don’t say that because she got better grades than you. And that made
me feel good because he was trying to make me feel dumb, and my teacher,
Ms.V, she respond to him.”

No relevant statement made

“ Maybe at the beginning of the year, um, since | am an undocumented student,
someone told me that I should, um, like get married to get papers so | can go to
college and I don’t want that, I don’t want to....uhuh, that really hurt me, and I
went crying to home because I don’t want to depend on a man to be someone in
this country. You know my parents don’t have the money, but I think there is
many ways | can do it.”

No relevant statement made
(continued)
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Student Theme 2: Doubt

CHS06 “When | was in Guatemala my mom left me alone with my sister and my
grandmother and my father and well |1 would be alone because my father would
be in Honduras and my sister was doing her own thing, I don’t know and yeah.”

“1told my mom yesterday that I can’t, I can’t go because I need to work to help

you,’
CHSO07 No relevant statement made
CHSO08 No relevant statement made

The second theme emerging from the strength stem, interview question 7, of research
sub-question two is the concept of doubt. While similar to the theme under the same strand in
question 1, it is important to differentiate that question two asks students to consider impact on
self-efficacy rather than a personal description. Through the lens of impact, students identified
multiple examples of feeling doubt in terms of their college-related self-efficacy. Specifically,
CHSO04 mentions having to rely on another person to accomplish personal goals. CHS06
connects the experience of growing up without a mother to considering not going to college in
order to financially support the family. These are both considerations students encounter outside
of the normal school day. However, students report these are the circumstances which have an

impact on their college-related self-efficacy.

Research Question Two: Sub-Question Two Findings

Organizing the phrases from sub-question three into related categories resulted in the
emergence of 4 themes. Table 18 denotes the emerging themes from the eight student interviews
for each lens: magnitude, generality, and strength. Magnitude refers to a person’s belief that they

can perform tasks when they are arranged by level of difficulty or challenge. Generality refers to
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a general sense of mastery attained from some tasks versus a limited sense of mastery created in
others. Strength refers to the ability of setback to allow for the wavering of the belief that an
individual can be successful. Interview questions 3, 9, 10, and 11 of the interview tool were
utilized to address research sub-question 3. In relation to research question two and sub-question
three, 4 total themes emerged when considering Bandura’s (1977) lenses. Two themes emerged
for the magnitude stem, one theme emerged for the generality stem, and one theme emerged for
the strength stem. The complete table for sub-question three of student responses can be found in

Appendix L.

Table 18

Themes Emerging from Question Two: Program Improvements

Magnitude responses n Generality responses n  Strength response n

Themes Themes Themes S

Inclusion 4 4 Skill Immersion 5 4 Unwavering 5 4
Belief

College 2 2

Knowledge

Magnitude stem themes. The magnitude stem of research question two and sub-question
three have two themes emerging from an analysis of student responses to interview question 9:
inclusion and college knowledge. The magnitude stem of self-efficacy asks students to consider
which tasks they can complete on a spectrum of easy to difficult. Specific student responses are
detailed in table 19 and table 20. Table 19 provides student responses for the theme of inclusion.

Table 20 provides student responses for the theme of college knowledge.
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Theme 1: Inclusion. Table 19 displays student key statements for the magnitude stem

theme one: inclusion.

Table 19

Student Statements Regarding Theme One-Inclusion

Student Theme 1: Inclusion

CHSO01 No relevant statement made

CHS02 No relevant statement made

CHSO03 No relevant statement made

CHSO04 “I think that the EL students should like, be more involved in the school because
when there are , there are activities, well, here there aren’t, they are always like
separated and I think they should be like more involved in the school in
general.”

CHSO05 “make them feel comfortable, that they are the same as other students”

CHSO06 No relevant statement made

CHSO07 “ 1 think that they can be more involved with other regular students in English, I
don’t know miss”

CHSO08 “I think we should be involved in like activities, to um, to be persevere, to try, |

don’t know. To make them feel more like they are a part of, included in the
class”

Sub-question three within the interview tool asks students to consider how their personal

experiences, or the experience of others, may have been different in interview question 3.

Through the questioning stems, they are also asked to consider how the proposed changes would

have an impact on their college-related self-efficacy, question 9. Under the stem of magnitude,

which asked students to consider improvements for being able to complete tasks ranging from

simple to complex, the theme of inclusion emerged. CHS04 and CHSO05 specifically mentioned
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inclusion as a means to make ELD students feel like a part of the student body as a whole.

CHSO08 made a connection between the need for inclusion and perseverance previously

addressed in question two of the interview instrument. While there was a difference in reasoning

with CHSO5 stating inclusion begets comfort, while CHS08 argued for perseverance, the

common thread was the need for ELD students to feel like they are a part of the school

community.

Theme 2: College knowledge. Table 20 displays student key statements for the

magnitude stem theme two: college knowledge.

Table 20

Student Statements Regarding Theme Two-College Knowledge

Student Theme 1: College Knowledge

CHSO01 No relevant statement made

CHS02 No relevant statement made

CHSO03 “oh maybe give us, talk more about what is college, what college means, and
help explain to see which career they can have or maybe just make some
presentation about that, about how teachers are in college, those things can help
us a lot because we can figure it out, how they are, and how they can teach us
about a new things, new experiences.”

CHS04 No relevant statement made

CHSO05 No relevant statement made

CHSO06 No relevant statement made

CHSO07 No relevant statement made

(continued)
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Student Theme 1: College Knowledge

CHSO08 “1 think that maybe just talk about more college, that can help us when they
start to begin because we don’t know what is college so we cannot see how what
situation we were, we are going to be. So we have to learn more about college
and see how it’s, how it is there, and yeah, because just, learn more about
college.”

The second theme emerging from the magnitude stem of research sub-question three,
interview question 9, is college knowledge. While students were able to talk about college-
related self efficacy, multiple students identified knowledge about the process of applying and
going to college itself as a growth point. CHS08 draws attention to the need to “talk about more
college that can help us when they start to begin because we don’t know what college is so we
cannot see how what situation we were, we are going to be.” Specifically, the student identifies
this as a necessity in order to conceptualize how student current circumstance will lend
themselves to college attendance or which areas require extra attention or growth. CHS03 also
mentions the need to understand the college experience through the shared experiences of

teachers who have attended.

Generality stem themes. The generality stem of research question one and sub-question
two has one theme emerging from an analysis of student responses to interview question 10:skill
immersion. The generality stem of self-efficacy asks students to consider whether they can
transfer their proficiency at one task to another. Specific student responses are detailed in table

21. Table 21 provides student responses for the theme of skill immersion.

Theme 1: Skill immersion. Table 20 displays student key statements for the generality

stem theme one: skill immersion.
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Table 21

Student Statements Regarding Theme One-Skill Immersion

Student Theme 1: Skill Immersion

CHSO01 “yes, how to do an essay
“well, it’s to give me classes that are only in English”
CHS02 No relevant statement made

CHS03 “I made friends out of here, well, my cousin is in college and she told me that
college is way different than high school and you can learn more so you can
have more experiences and also you can see how the world is different. Because
you have more opportunities in works and all those things, and high school, also,
| talked with my teachers and they tell me I have to go because it will help me a
lot so it can make me go. I think that | can be more important and | can be a
better person if | go to college and | have a career.”

“um, I maybe think that if | speak more, | can learn and I can talk with my
teachers about the class with people also during my presentations with them. So
one skill can be talking more English.”

CHSO04 “ummm, | think just speaking more, uhhuh, to get used to express your feelings
in a new language which can be difficult

CHS05 No relevant statement made
CHS06 No relevant statement made
CHSO07 “speaking and writing”

CHSO08 “They should, I think they , they should never be afraid of speaking English but
it’s hard because I feel that I’'m not the same person when I am speaking English
because I can’t express how I feel, like when I’m talking in Spanish, I am who I
am and I can be myself and what I feel, what I think. It’s not the same, it’s really
hard, but they, it’s extremely important in this case, they need to get used to it.”

The generality stem under research sub-question three asks students to consider

experiences or situations which may have improved their ability to transfer a capability across
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tasks. This is addressed through interview question 10. A common theme emerging from
student responses is the need for immersion in the language in order to build proficiency.
Building proficiency, however, is aimed at the ability to express themselves with peers, teachers,
and other adults. CHSO04 points out that “to get used to express your feelings in a new language
which can be difficult.” This point is corroborated by student CHS08 who explains that students
“should never be afraid of speaking English but it’s hard because I feel that I’'m not the same
person when | am speaking English.” While the previous emergent themes have pointed to the
academic aspects of the high-school experience, this theme focuses on skill immersion as a

means for self-expression.

Strength stem themes. The strength stem of research question two and sub-question
three has one theme emerging from an analysis of student responses to interview question 11:
unwavering belief. The strength stem of self-efficacy asks students to consider the amount of
certainty they have about completing a specific task. Specific student responses are detailed in

table 22. Table 22 provides student responses for the theme of unwavering belief.

Theme 1: Unwavering belief. Table 21 displays student key statements for the strength

stem theme one: unwavering belief.

Table 22

Student Statements Regarding Theme One-Unwavering Belief

Student Theme 1: Unwavering Belief

CHSO01 No relevant statement made
(continued)
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Student Theme 1: Unwavering Belief
CHSO02 No relevant statement made
CHSO03 “well, in school, I don’t know. But out of school one of my friends that come

here, he just left and school and start to tell me that I cannot go because I don’t ,
I have never going to learn a new language. Well, I don’t believe him because I
know that I can, and | know that if | want to, | can do it. So yeah, in school |
don’t have one, but outside yes”

CHSO04 “I don’t know, I think there is a lot of things that make me feel like that maybe
I’m not, I’'m not ready yet. Um, there are people who always, um, see us as

ignorant maybe, or as the people who don’t speak English so they put us in like
a box that, um, that makes us feel sometimes not part of the school, that makes
us only feel a part of the ESL students, so that’s the difficult part because we
have to, we need to socialize with the other students but sometimes they don’t
want to. | feel that that can happen in college because maybe | cannot express
my feelings the way | want sometimes and like right now I feel weird speaking
English because I'm , I feel like it’s not me yet, because I’'m speaking English.
And I want to be CHS04, I want to be the student I am, but sometimes I can’t
because of the language.”

CHSO05 No relevant statement made

CHSO06 “push them, work with them, and teach them what you know”

CHSO07 No relevant statement made

CHSO08 “they can face rejection, and people can look at us like, oh those kids who don’t

speak English, who don’t do nothing, just came here basically, they can face that
because | faced that and it was really, it really make me feel bad, but that makes
me stronger because, um, they believe that I can’t do more, but I believe in
myself that I can be successful in my life. They didn’t expect me to finish high
school but I’'m almost done”

“ their teachers, their family also. Also, there are good examples like we have
Mr.R Ms.R, they came like us and they made an example to be successful to
persevere”

The strength stem of research sub-question three, interview question 11, asks students to

consider possible changes in situations or experiences which would have impacted their ability to
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persevere in their belief about college-attendance. The theme emerging from student responses
is one of unwavering belief. CHSO03 relates how peers have given up on school and are
pressuring friends in the same direction. CHS04 speaks about the struggle to preserve culture
and find opportunities to express oneself. CHS08 speaks about the established impression the
general student body has about ELD students. Despite these experiences, CHS03, CHS04, and
CHSO08 maintain an unwavering belief in their ability and are united in their messaging for how
their experience, and the experience of future students going through the ELD program, can be

improved by harvesting this concept.
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Chapter 5: Discussion of Findings, Conclusions, and Recommendations

Introduction

ELLs are accounting for an increasingly larger portion of the student population across
the United States. According to Ramsey and O'Day (2010) there are currently 4.7 million ELLs
enrolled in public schools nationwide. This makes up roughly 10% of the national student
population. Students starting schooling in the United States at the high school level have the
daunting task of acquiring language as well as gaining proficiency in academic courses within a
four year high-school window. Partially due to these demands, Parrish et al. (2006) found that
“lower percentages of students graduate with these UC/CSU requirements in schools with high
concentrations of ELs” (p. I1I-42). While there has been a shift in the way law addresses the
education of English learners, a gap continues to exist in English learners being prepared to
pursue higher education as compared to their English only speaking peers. Hakuta (2011)
pointed out the shift for limited English proficient students as they "became a protected class,
that for these students the same treatment did not constitute equal treatment™ (p. 163). The shift
from equality to equity is especially pressing in schools with high concentrations of ELLS,
including the school site where this study was conducted. Rather than placing students on
remedial course-pathways, it is possible to promote equity of access by building opportunities for
limited English proficient students to engage in advanced course-work. Alvarez and Mehan
(2006) labeled this practice of preparing all students, including ELLs, to go to college as
“detracking”. They emphasize that detracking has the potential to “propel students from low-
income households toward college eligibility and enrollment” (p. 2). Indeed, truly planning for

English learners with equity in mind shifts the way schools and course matrices are designed at
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the school site level. While detracking programs exist, little is known about the way students
engage and experience the program. Specifically, their lived experience on a course-pathway

designed for college readiness is sparsely represented in the literature.

The drive of this study was to examine the lived experience of ELLSs participating in a
pilot program aimed at detracking. Specifically, the purpose of this phenomenological study was
to explore the college-related self-efficacy of 12" grade English Learners enrolled in a public
charter high school in Southern California. College-related self-efficacy is defined as a student’s

belief that they can attend college.

This qualitative exploratory study was designed to explore the beliefs and attitudes that
current senior English Learners have regarding the possibility of attending college. A cross
sectional data collection approach was utilized to explore college-related self-efficacy during
English Learners’ senior year. The current senior class is the first to experience a high school
pathway designed to culminate in ELLs having both the skills and having completed the

coursework to make them college-ready and competitive during the admissions process.

This study explored college-related self-efficacy of senior ELLS attending a Southern
California charter school during the 2015-2016 school year. The following research questions

directed this study:

Question 1: What have English Learners who are currently seniors at an urban charter school in

Southern California experienced in terms of college-related self-efficacy?

1.1: How do English Learners who are currently seniors at an urban charter

school in Southern California describe their college-related self-efficacy?
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Question 2: What do English Learners who are currently seniors at an urban charter school in
Southern California describe as contexts or situations which have typically influenced or affected

their experiences of college-related self-efficacy?

2.1: What do English Learners who are currently seniors at an urban charter
school in Southern California believe has most influenced their college-related
self-efficacy?

2.2: What do English Learners who are currently seniors at an urban charter
school in Southern California believe is needed, if anything, to improve their

college-related self-efficacy?

To complete this qualitative study, a phenomenological method including semi-structured
in-depth interviews was utilized with senior ELLS who have been continually enrolled for two or
more years. Transcriptions of interviews were analyzed individually, filtered into a codebook
based on Bandura’s (1977) self-efficacy model. Once each of the eight interviews were sorted
into the codebook, transcript portions were compared for contradictions or emergent themes to
describe the lived experience of English learners having experienced a college going academic

pathway.

This chapter is organized into five sections. The first section discusses the key findings
based on the guiding research questions. The second section will discuss conclusions based on
the integration of study findings and the literature review conducted in chapter 2. Section three
will establish recommendations for policy and practice based on the results of this study. Section
four will make recommendations for further research. Section five will conclude the chapter

with final thoughts of study key findings and a personal reflection.
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Discussion of Key Findings

Research question one. This section is organized by key findings for each of the three
self-efficacy strands identified by Moustakas (1994): magnitude, generality, and strength.
Research question one and sub question one, related interview questions 1, 4, 6, and 8, focused
on students describing their college-related self-efficacy by considering what meaning they have
assigned to situations or experiences through the lenses of magnitude, generality, and strength.
The first research question was posed through the noematic framework posed by Moustakas

(1994), and, as such concentrated on assigning meaning to situations or experiences.

Magnitude. The magnitude stem of question one asked students to describe being able to
complete tasks on a spectrum from simple to difficult. This was directly connected to their
college-related self-efficacy through prompts designed in the interview protocol. The prompt
asked students how they assigned meaning, if at all, to situations or experiences which made
them think going to college would be more or less difficult. Questions utilized in the interview
protocol to address magnitude for research question one were questions 1 and 4. Six statements
were made by students describing how education is a means to a better life. Indeed, Alvarez and
Mehan, (2006) echo this sentiment when they identify rigorous high-school coursework for
English learners as having the potential to “propel students from low-income households toward
college eligibility and enrollment” (p. 2). Students saw college eligibility as a means to ensure
their future. Student also identified adult investment as a source of maintaining high college-
related self-efficacy. Four statements made by students interviewed elaborated on adults in their
lives continuously highlighting the importance of creating opportunity and ensuring a successful
future. As such, student meaning of college-related self-efficacy was shaped by both their

personal drive as well as the contributions of adults stressing its’ importance.
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Generality. The generality stem of research question one asked students to describe being
able to transfer capability across tasks. This was directly connected to their college-related self-
efficacy through prompts designed in the interview protocol in question 6. The prompt asked
students how they assigned meaning, if at all, to situation or experiences which made them
believe they had gained an advantage in their ability to attend college. Students described the
acquisition of language as a means to communicate their knowledge and to self-express, both
identified as necessary skills across 6 student responses. Karathanos (2010) pointed out the need
to balance native language with the target language being acquired. He points out that some
instruction in the native language is a means to give “English learners greater access to academic
content and the ability to draw on previously acquired skills and knowledge” (p. 50). Through
this thought-process, learning language is illuminated as a process rather a time-bound and finite
step from native language instruction to target language instruction. Three students pointed out
the metacognitive process which occurs as they make the transition. As they acquire language,

they describe an increase in the strength of their college-related self-efficacy.

Strength. The strength stem of question one asked students to describe their certainty
about being able to perform a task, or their perseverance. This was directly connected to their
college-related self-efficacy through question 8 of the interview protocol. The prompt asked
students how they assigned meaning, if at all, to situations in which they had to cope with doubt
about attending college. Six student responses described the ongoing process of dealing with the
experiences which could have derailed them going to college. These experiences ranged from
personal commitments, the need to financially support their families, to damaging influence from
peers. How students interpreted these experiences closely mirror Bandura’s (2006) hypothesis

that “expectations of personal efficacy determine whether coping behavior will be initiated, how
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much effort will be expended, and how long it will be sustained in the face of obstacles and
aversive experiences” (p. 191). Indeed, four narratives identified the general concept of grit as a
character trait necessary maintain forward motion toward college despite ongoing stimuli to
pursue alternative pathways. In summary, students assigned meaning to situations in which they

had to cope with doubt by identifying a personal character trait to persevere.

Research question two: sub-question one. This section is organized by key findings for
each of the three self-efficacy strands identified by Moustakas (1994): magnitude, generality, and
strength. Research question two, and sub question two focus on students considering influence
to their college-related self-efficacy by considering how they perceived situations or experiences
through the lenses of magnitude, generality, and strength. The second question was posed
through the Noetic framework posed by Moustakas (1994), and, as such focused on the
perceptual framework associated with lived situations or experiences. The interview protocol

questions utilized for research question two, sub-question two are: 2, 3, 5, and 7.

Magnitude. The magnitude stem of question two asked students to describe what
influences their being able to complete tasks on a spectrum from simple to difficult. This was
directly connected to their college-related self-efficacy through question 3 in the interview
protocol. The prompt asked students to describe how they perceived, if at all, situations or
experiences which made them think going to college would be more or less difficult. Four
student responses identified teachers and parents as an outer voice which consistently messaged
the positive impact of continuing their education at the high-school level and continuing on to
college. Bandura et al. (2001) also made note of changes in student formative years. He
explained that the “self-development during formative periods forecloses some types of options

and makes others realizable” (p. 187). Considering this important time in their lives, students are



110

attempting to balance the input from adults with their personal understanding. Five students
identified the outer voice, comprised of teachers and parents, being balanced by student inner

voice which ranged from doubt to conviction.

Generality. The generality stem of question two asked students to describe what
influences their ability to transfer capability across tasks. This was directly connected to their
college-related self-efficacy through prompts question 5 in the interview protocol. The prompt
asked students to describe the influence of experiences or situations, if any, which made them
believe they had gained an advantage in their ability to pursue college. Seven student responses
were focused on accolades received for progress on high-school skills. This experience
encouraged students to continue their academic pursuits. The number of student responses
points to the importance of recognition from adults. Specifically, Bandura (1977) posited that
the belief of specific people who are deemed as reliable or holding expertise shape the perceived
self-efficacy of others. He noted that “The more dependable the experiential sources, the greater
are the changes in perceived self-efficacy” (p. 11). In this case, three students pointed out
experiences in which teachers shared a similar background with students of language acquisition,
completing college, and being professionally successful. Having gone through a similar

experience to the English learners in their classrooms, teachers become a default reliable expert

group.

Strength. The strength stem of question two asked students to describe what influences
their certainty about being able to perform a task, or their perseverance. This was directly
connected to their college-related self-efficacy through question 7 in the interview protocol. The
prompt asked students to describe the influence of experiences or situations, if any, in which they

coped with doubt about attending college. The two emerging themes demonstrated the balance
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between determination and doubt. Four student statements described the daily considerations
outside of the school day which create doubt. The draw of continued education is counter-
balanced by all the aspects of language acquisition and home life. Gandara (1997) pointed out
that the transition to a target language can be a difficult one, it can “commonly results in
disruption of the parent-child relationship, loss of parental authority, and the parent’s loss of
ability to support schooling. This can result in increased delinquency and alienation” (p. 6).
This consideration illuminates the multiple changes activated for students who are acquiring
language, including settings outside the school-day. When addressing coping with doubt created
by these changes, six students high-lighted how a growth-mindset has influenced their ability to
persevere. Specifically, the approach of acknowledging an obstacle for which no solution is
known yet, nevertheless continuing to work toward a solution has maintained student mindset on

pursuing higher-education.

Research question two: Sub-question two. This section is organized by key findings for
each of the three self-efficacy strands identified by Moustakas (1994): magnitude, generality, and
strength. Research question two, and sub question three asked students to consider what
experiences, if any, were needed to positively impact their college-related self-efficacy. The
third question was posed through the Noetic framework posed by Moustakas (1994), and, as such
focused on the perceptual framework associated with lived situations or experiences. Research
question two, sub-question three was addressed through questions 3, 9, 10, and 11 of the

interview tool.

Magnitude. The magnitude stem of question two asked students to describe what
influences their being able to complete tasks on a spectrum from simple to difficult. This was

directly connected to their college-related self-efficacy through question 9 in the interview
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protocol. The prompt asked students to describe what experiences, if any, would have improved
their belief in their ability to pursue college? Four student statements pointed toward the
necessity for inclusion in the general education population. Specifically, English learners
participating in the interview protocol identified the need for students completing the ELD
program to become a part of the school community. A necessary consideration is the language
gap between students beginning to acquire language and their English only peers. Fay and
Whaley(2004) explained that “as we continue to expand our understanding of concepts, our
verbal language related to that develops”(p. 16). The transition from ELD cohorts in the first
two years of the program to integration during junior and senior year is also a transition in
student ability to engage with English speaking peers. Two student interviews connected the
need for inclusion with the additional time dedication necessary for ELD students to learn more
about the college experience and application process. The college knowledge instruction
designed for English only students, is not meeting the needs of English learners at the conclusion

of their senior year.

Generality. The generality stem of question three asked students to describe what
influences their ability to transfer capability across tasks. This was directly connected to their
college-related self-efficacy through question 10 in the interview protocol. The prompt asked
students to describe what additional learned skills, if any, would have improved their belief in
their ability to pursue college. Five students described the necessity of immersion in the
language being paired with ongoing opportunities to practice. They described how immersion
paired with practice would improve social and academic aspects of their high-school experience.
Cortes (1986) pointed to the presence of an “ongoing relationship between ethnicity and

education. However, until recently this fact was often ignored by the general public and dealt
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with intermittently and often superficially by educators”(p. 23). Student statement gathered from
the interview protocol identify the need for additional opportunities to practice language as a
form of self-expression and making connections with peers. In their senior year, five interview
statements pointed to a lack of planned opportunities to practice language and make academic

and social connections.

Strength. The strength stem of question two asked students to describe what influences
their certainty about being able to perform a task, or their perseverance. This was directly
connected to their college-related self-efficacy through question 11 in the interview protocol.
The prompt asked students to describe what opportunity to persevere, if any, would have
improved their belief in their ability to pursue college. Five student interview statements
expressed the need for a message of unwavering belief in ELD student ability to pursue college
throughout the acculturation process. Specifically, students identify ongoing conversation about
different ways to persevere as a component needing additional attention. Borjian and Padilla
(2010) found that by “focusing on students’ strengths rather than their shortcomings, teachers are
more likely to create long lasting positive effects” (p. 11). Similarly, senior ELLs are identifying
a need to focus on leveraging student abilities and strengths in order to discuss and model
options for perseverance. This can be communicated through the emerging theme in student

responses: an unwavering belief in their ability to pursue college.

Conclusions

Nine total conclusions resulted from an analysis of the findings related to data collected.
Three conclusions emerged from the findings of research question one and sub-question one.

Six conclusion emerged from the findings of research question two, sub-questions two and three.
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Conclusion one. Explicit and planned adult investment in ELD student success
influences how students interpret the impact of pursuing continued education on their lives.
Student responses to the magnitude stem of question one, sub-question one suggested that
students describe education as a means to a better life. Four statements were made by students
detailing their beliefs about the impact of education. Student CHS08 elaborates: “my parents tell
me to go because its, it will be good for me and for my future”. Students identify adult
investment and guidance as a source of maintaining high college-related self-efficacy. It also
suggests that the messaging coming from adults impacts the way students think about self-
efficacy. The concept of education as a gateway to a better life is supported by Alvarez and
Mehan (2006) who identified rigorous coursework as a means to “propel students from low-
income households toward college eligibility and enrollment” (p. 2). Similar to the student and
parent thought process, Alvarez and Mehan identify education as a means to additional
opportunities through the college pathway. Rigor, therefore, paired with college bound

expectations from adults shapes the way in which students identify and value education.

Conclusion two. Language acquisition impacts the ability to communicate both
academic and social-emotional growth. As language improves, the communication of college-
related self-efficacy also improves. Student responses to the generality stem of question one,
sub-question one, suggest that students describe learning language as a means to communicate
their academic knowledge as well as an opportunity to self-express. Student CHS02
communicates the impact of communication in the target language: “English it is really hard to
get along with people so you feel like you can’t keep going because you don’t know the
language and you don’t know how to express yourself and how to talk to people”. This student’s

experience points to the need for meaningful and accessible opportunities to engage with peers
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and curriculum throughout the language acquisition process. This is support by Karathanos
(2010) who points out the need to balance native language with the target language being
acquired. He elaborates that some instruction in the native language is a means to give “English
learners greater access to academic content and the ability to draw on previously acquired skills
and knowledge” (p. 50). Therefore, ongoing opportunities for communication are a necessary
piece of the planning process for students acquiring language. Planned engagement protocols
offer students the opportunity to practice not only their language skills, but also expressing their

academic and social development.

Conclusion three. Student perspective suggests that personal efficacy and college-
related self-efficacy have a shared set of traits which are related and impact each other across the
multiple aspects of pursuing college. Therefore, the ability to persevere and pursue higher
education can be drawn from experiences in personal-self efficacy and transferred to student
belief that they can pursue college. Student responses to the strength stem of question one, sub-
question one suggest that students describe an ongoing process of dealing with the experiences
which have the potential to derail their ability to pursue higher education. When confronted with
having to marry in order to attend college, student CHS06 drew a connection between her ability
to attend college, having the documentation necessary to pursue higher education, and her
college-related self-efficacy: “I went crying to home because I don’t want to depend on a man to
be someone in this country. You know my parents don’t have the money, but I think there is
many ways I can do it”. Analysis of student dialogue demonstrates the connection being made
between overcoming challenges in their personal life, and utilizing that experience of
perseverance to influence their commitment to higher education. The connection made by this

student closely aligns with Bandura’s (2006) hypothesis that “expectations of personal efficacy
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determine whether coping behavior will be initiated, how much effort will be expended, and how
long it will be sustained in the face of obstacles and aversive experiences” (p. 191). To
summarize, student personal self-efficacy and the experiences they have with perseverance do
not exist in isolation. Rather, students draw from their ability to persevere and find solutions in

their personal lives to contribute to the strength of their college-related self-efficacy.

Conclusion four. Students perceive their college-related self-efficacy as a choice they
are making based on the balance between internal and external input. Student responses to the
magnitude stem of question two, sub-question two suggest that students identify teachers and
parents as an outer voice which consistently messages the impact of having an education. They
also identity the outer voice being balanced by student inner voice which ranges from doubt to
conviction about their ability to pursue higher education. Student CHS06 summarizes the
balance when stating: “I believe that I can go to college because I need it, I need to continue with
my studies and [ want to be someone who is successful with my life and that’s what my mom
wants.” As such, students are identifying the influence of a balance between their personal
understanding and the input of outside sources. Bandura et al. (2001) also made note of the
impact of influence in student formative years. He explains that the “self-development during
formative periods forecloses some types of options and makes others realizable” (p. 187).
Analyzing the set of student responses from table 12 and Table 13 details how students are
reconciling their personal beliefs with input from outside sources such as parents for CHSO06.
The combination of student aspirations with external input contributes to their belief in whether

they can pursue higher education.

Conclusion five. As default experts for ELLs, teachers are in a position to impact ELD

student college-related self-efficacy. Student responses to the generality stem of question two,
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sub-question two suggest that teachers serve as models of language acquisition, college success,
and professional success. Additionally, accolades received from this group related to progress
son high-school skills encourages students to follow their example on a pathway to college.
CHSO04 details how teachers help student realize “that we are capable of doing what they believe
in and for example, Mr.V, Ms.R, and Mr.R they are examples of immigrants, um, who came to
this country and you can see them as your motivation and as a clear example that you can do it”.
Having experienced the impacts of being an immigrant, acquiring language, and pursuing higher
education, the adults expressing mutual empathy for ELD students are viewed as experts in the
experience. Bandura (1977) elaborated on the power of teachers making connections to the
student experience. He noted that “The more dependable the experiential sources, the greater are
the changes in perceived self-efficacy” (p. 11). Having experiences the same challenges of
immigration, language acquisition, and pursuing higher education, teachers serving the
interviewed students have empathy and mutual understanding propelling them forward as a
source of expertise, or a trusted expert group. Being in this position, teachers have the ability to

influence ELD student college-related self-efficacy.

Conclusion six. College-related self-efficacy is impacted by factors outside the school
campus and outside the school-day. Student responses to the strength stem of question two, sub-
question two suggest that daily considerations outside of the school day create ongoing doubt for
ELD students. Doubt is counter-balanced by a growth-mindset. This mindset makes students
solution oriented when encountering challenges or deficits. Specific challenges overcome by
students with the use of a growth-mindset include negative peer relations, the need to financially
support their family, or members of the ELD cohort choosing not to complete their studies.

CHSO06 described the multiple distractors which have taken her peers away from education: “I
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see many things, I see people who are destroying their life and I don’t want this, to be ruined. |
see many friends, they do drugs, drink, and something like that and they made me think about
my life.” In addition, the same student reported feeling the need to support her family by
working rather than continuing her education (Table 16). Literature review in chapter two also
detailed the impact of acquiring a new language on student and family dynamics. Gandara
(1997) pointed out that the transition to a target language can be a difficult one, it can
“commonly results in disruption of the parent-child relationship, loss of parental authority, and
the parent’s loss of ability to support schooling. This can result in increased delinquency and
alienation” (p. 6). When looking at the totality of the ELD student experience, analysis of
student responses suggests that their experiences outside of the school day have an impact on the
way they interpret their high-school experience and the choices that they make. While a growth-
mindset can orient students toward finding solutions, ultimately their college-related self-

efficacy is impacted by factors outside the school day, and outside the campus.

Conclusion seven. ELD students need additional time outside of their senior year to
understand the college experience and application process as a means to integrate into the
general community of students. Student responses to the magnitude stem of question two, sub-
question three suggest that ELD students feel the need to be a part of the school community. The
high-school experience culminates during the senior year when students go through the college
application process. CHSO03 stresses the importance of participating in this senior activity: “I
talked with my teachers and they tell me I have to go because it will help me a lot so it can make
me go. | think that | can be more important and | can be a better person if I go to college and |
have a career.” CHSO08 adds the need to “talk about more college, that can help us when they

start to begin because we don’t know what is college so we cannot see how that situation we
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were, we are going to be”. As they become part of the school community, there is a desire for
more time to be afforded to join and gain a strong fundamental understanding in the college
going culture which exists on campus. Since English learners transition from a native language
to a target language over time, they miss opportunities afforded to native speakers who can
process and participate in the college knowledge and culture throughout all four years of high
school. Fay and Whaley (2004) explained that “as we continue to expand our understanding of
concepts, our verbal language related to that develops” (p. 16). Therefore, in addition to
comprehension in the target language improving over time, the ability to express ideas and ask
clarifying questions also improves in the last two years of high school. Using this concept from
the literature review, analysis of the student responses would suggest that ELD students need an
expanded opportunity to gain college knowledge as a means of integrating into the student

culture.

Conclusion eight. ELD students view the opportunities afforded to practice language as
a key component of academic and social acculturation. Student responses to the generality stem
of question two, sub-question three suggest that students would prefer additional language
immersion opportunities. CHS08 specifies that peers should practice their English as a necessary
skill. The student also illuminates a struggle with transitioning away from a native language:
“when I’m talking in Spanish, I am who I am and I can be myself and what I feel, what I think.
It’s not the same, it’s really hard, but they, it’s extremely important in this case, they need to get
used to it”. Language acquisition and self-expression were studied by Cortes in 1986. He
pointed to the presence of an “ongoing relationship between ethnicity and education. However,
until recently this fact was often ignored by the general public and dealt with intermittently and

often superficially by educators”(p. 23). Analysis of student responses would suggest a similar
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pattern of separation between adequate opportunities to bridge native language and culture with
target language and the high school experience. Therefore, the opportunities which exist for
communication and language practice have a dual purpose: boosting language fluency, and

social acculturation.

Conclusion nine. Directly addressing established pathways for ELD students to continue
their education would communicate an unwavering belief in their potential to pursue higher
education. Student responses to the strength stem of question two, sub-question three suggest
that the impact of acculturation should be addressed directly through ongoing attention to the
concept of unwavering belief in college attendance. CHSOS8 suggests “just talk about more
college, that can help us when they start to begin because we don’t know what is college so we
cannot see how what situation we were, we are going to be”. Considering the impact of outside
influences and priorities pulling students away from the college pathway, explicit attention to
belief in ELD student potential is identified as a means to improve college-related self-efficacy.
Specifically, an explicit connection needs to be made between the yearly ELD student academic
experience and how passed courses or acquired skills translate to progress on a college-bound
pathway. Regardless of academic performance, students need a broader understanding of the
college-bound pathway and their progress toward completion. Borjian and Padilla (2010) found
that by “focusing on students’ strengths rather than their shortcomings, teachers are more likely
to create long lasting positive effects” (p. 11). Whether students are making small or large leaps
in their language acquisition or completion of course-work, the way adults frame their progress
impacts student college-related self-efficacy. While students endeavor to balance social,

cultural, and academic transitions they may not recognize how their yearly effort contributes
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toward college eligibility. Explicit communication about the college-bound pathway paired with

an unwavering belief in student ability shapes college-related self-efficacy for English learners.

Recommendations for Policy and Practice

The purpose of this study was to describe the lived experience of ELD students
participating in a course-pathway designed to prepare them for college. The findings of this
study can be utilized to: add to the literature addressing the relationship between English learners
and the educational system which serves them, create a data point not currently present in the
literature pertaining to program design, and improve the quality and effectiveness of programs
preparing English learners for college. Key findings and conclusions from the study support the

following five recommendations.

Recommendation one. Through the interview process, students repeatedly mentioned
three specific teachers serving as adult mentors throughout their high-school experience. This is
conservatively 15% of the teachers which served them throughout high school. Knowing that
adult mentorship impacts college-related self-efficacy, adult or designated expert mentorship
should be explicitly planned for students entering the ELD program. Mentorship should focus

on academics, coping skills, language acquisition, and the college experience.

Recommendation two. Students need opportunities to self-express booth academically
and social-emotionally in both their native and their target language. Knowing this need,
professional development should be dedicated to establishing signature strategies for including
self-expression opportunities designed with adequate access for ELLs. Not only will these
planned opportunities engage students in additional practice in their target language, it will also

create finite events to build relationships with English speaking peers.
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Recommendation three. Based on student interviews, college knowledge is limited to
advice from a few teachers and exposure to the college and financial aid application process in
the senior year. Considering the amount of planning which has already been completed to design
a college-going course pathway, it follows that the intent of the pathway be communicated to all
stakeholders. It is recommended that the school site explicitly address and integrate personal
self-efficacy into curriculum throughout the entirety of their four year experience. Exposure
should begin in the native language so that students can transfer knowledge and understanding as

they continue to acquire their target language.

Recommendation four. Isolation of the ELD cohort is identified as an opportunity for
program improvement. It is recommended that students completing the high-school program are
paired with underclassmen as a means of ensuring incoming students’ access to a peer expert
group. Paired senior students can appropriately address the concerns brought forth in the study
dealing with challenges to college-related self-efficacy. It is also recommended that an ongoing
conversation is planned with this established group of exiting seniors to continue addressing the

strengths and opportunities for growth within the program.

Recommendation five. Students participating in the ELD pathway have the monumental
task of acquiring a target language as well as gaining proficiency in academic coursework during
their four years in high school. In order to ensure appropriate access, an expansion of the college
application process across multiple grades should be considered. Considering this is a process
which the majority of seniors experience, allow for front-loading with the ELD cohort would
allow additional processing time. Additionally, this practice could create meaningful

opportunities to socially engage with all peers through a socially shared experience.
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Recommendations for Further Research

Findings from this study provided insight into the lived experience of ELLs completing
college-preparatory coursework throughout their high-school experience. Recommendations for

further study were based on the interpretations of the key findings.

1. Repeat the study on the same school site with a different graduating cohort to
compare the evolution of the program over time and its’ impact on college-related
self-efficacy.

2. Add to the body of research by exploring alternative college-preparatory pathways
and the impact on the lived experience of ELLs.

3. Conduct a similar study using longitudinal analysis in which self-efficacy can be

studied over throughout the high-school experience.

Final Thoughts

The landscape of education for ELLs has been continuously changing as schools and
school districts make the change from a mindset of equality, to one of equity. Conducting this
study has brought to light the immense amount of expertise, planning, and accountability
necessary to execute a high-school experience which truly provides equity and access to students
acquiring language and balancing rigorous academic course-work at the same time. However,
concentrations of English learners already exist in multiple schools. Although immense
resources and planning are necessary to rebuild ineffective programs the solution cannot be to
wait for a perfect replicable design. Kindler(1995) pointed out that “In the absence of
appropriate instructional services, limited proficiency in English not only impedes academic

progress, but can lead to social isolation as well” (p. 7). While the academic achievements of
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English Learners are more widely tracked and available via standardized testing, it is imperative

to consider the lived experience of the students making their way through an inequitable system.

The program designed for ELD students in this study was not ideal. However, it was an
auspicious step towards ensuring that all students have the opportunity and option to pursue and
benefit from higher education. The way a school chooses to address different sub-groups of
students also sets clear messaging for all stake-holders involved, especially the student body.
Cortes (1986) pointed out that “Students of today become the societal decision makers and
context providers of the future. In turn, that future societal curriculum will influence school
education of the future” (p. 36). In order to ensure that the inertia moving forward for English
learners is one of equity, it is imperative that today’s students are exposed to this experience
rather than solely the concept. English learners who graduate through high-school programs
which equitably prepare them for higher education will be in a unique position to influence the
communities they serve with the experience and empathy necessary to continue refining the dual
process of language acquisition and academic coursework. As a former ELD student, and a
current administrator in a community serving a large population of English learners, I have
personally experienced the impact that a leadership team striving toward equity can have on the

life choices of future generations.
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APPENDIX A
Informed Consent-English

PEPPERDINE UNIVERSITY

INFORMED CONSENT FOR PARTICIPATION IN RESEARCH ACTIVITIES

“Crossing the Tracks”: How school environment helps students see themselves going to college

My name is Yuliya Reznikova-Eisenberg. I have been your student’s Assistant Principal at CHS
from 2012-2016. | am currently a doctoral student at Pepperdine University and in the process
of conducting my research study to complete by degree requirements. | would like to invite your
son or daughter to participate in my student titled “Crossing the Tracks™: A qualitative
phenomenological study of an urban inner city charter high-school. The professor supervising
my work is Dr. Linda Purrington. Your participation is voluntary. You should read the
information below, and ask questions about anything you do not understand before deciding
whether to participate.

Please take as much time as you need to read the consent form. You may also decide to discuss
participation with your family or friends. If you decide to participate, you will be asked to sign
this form. You will also be given a copy of this form for you records.

PURPOSE OF THE STUDY

Your child and some of the students in their grade have participated in a new course pathway
aimed at better preparing them for college. The purpose of this study is aimed at getting a better
understanding of how their high school experience has made an impact, if at all, on their plans to
go to college.

STUDY PROCEDURES
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If you volunteer to participate, your child will be asked to participating in a one-on-one interview
which will ask you questions about high school and your plans for college, if any. The interview
will take from 45 minutes to one hour. During the interview, a voice recorder will be used to
record our conversation.

POTENTIAL RISKS AND DISCOMFORTS

There are potential risks to your participation as one may feel uncomfortable answering some or
all of the questions. You do not have to answer any question you don’t want to. There is a mild
risk of anxiety, sadness, or other emotional reactions. You may discontinue your participation at
any time. You may feel pressure to participate in the study, you may discontinue your
participation at any time. After the interview, you may want to change or erase some of your
answers. You will have a time to make deletions or corrections. There is a small risk of your
name being linked to your interview. To protect you from this, all information linking your
interview to any information that identifies you will be destroyed after you have approved your
interview script. All hard copies will be destroyed. Only digital copies will be kept on a
password protected hard-drive.

POTENTIAL BENEFITS TO PARTICIPANTS AND/OR TO SOCIETY

Your participation in this study may not provide information that will be helpful to you, but what
is hoped is that what | find out from you may be of help in the future to others who are
undergoing a similar experience. Also, this study may help schools design better programs to
prepare students for college.

CONFIDENTIALITY

I will keep your records for this study confidential as far as permitted by law. However, if | am
required to do so by law, | may be required to disclose information collected about you.
Examples of the types of issues that would require me to break confidentiality are if you tell me
about instances of child abuse and elder abuse. Pepperdine’s University’s Human Subjects
Protection Program (HSPP) may also access the data collected. The HSPP occasionally reviews
and monitors research studies to protect the rights and welfare of research subjects.



131

The data will be stored on a password protected external hard-drive in the researcher’s office for
a term of 3 years. After 3 years, the data will be destroyed. The individual interview will be
audio-recorded, transcribed, and saved digitally with a randomly generated code of numbers and
letters instead of your name. The recording will be typed out to give you an opportunity to make
any changes or to delete any part. Once you have approved the typed interview, the audio
recording will be destroyed. To summarize, upon completion of the data collection, all hard
copies including consent documents, and survey instruments will be destroyed. The list linking
your name to any part of the interview will also be destroyed at this time. Only the researcher
with the password to the hard-drive will have access to the typed interviews.

PARTICIPATION AND WITHDRAWAL

Your participation is voluntary. Your refusal to participate will involve no penalty or loss of
benefits to which you are otherwise entitled. You may withdraw your consent at any time and
discontinue participation without penalty. You are not waiving any legal claims, rights or
remedies because of your participation in this research study.

ALTERNATIVES TO FULL PARTICIPATION

The alternative to participate in this study is not participating. Your child’s status as a student
will not be affected whether they participate or not in this study.

EMERGENCY CARE AND COMPENSATION FOR INJURY

If your child is injured as a direct result of research procedures you will receive medical
treatment; however, you or your insurance will be responsible for the cost. Pepperdine
University does not provide any monetary compensation for injury

INVESTIGATOR’S CONTACT INFORMATION

| understand that the investigator is willing to answer any inquiries | may have concerning the
research herein described. | understand that | may contact Linda Purrington, Ed.D by calling
(XXX) XXX-XXXX or by email: Ipurring@pepperdine.edu, if I have any other questions or
concerns about this research.

RIGHTS OF RESEARCH PARTICIPANT — IRB CONTACT INFORMATION
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If you have questions, concerns or complaints about your rights as a research participant or
research in general please contact Dr. Judy Ho, Chairperson of the Graduate & Professional
Schools Institutional Review Board at Pepperdine University 6100 Center Drive Suite 500

Los Angeles, CA 90045, 310-568-5753 or gpsirb@pepperdine.edu.

SIGNATURE OF RESEARCH PARTICIPANT

| have read the information provided above. | have been given a chance to ask questions. My
questions have been answered to my satisfaction and | agree to participate in this study. | have

been given a copy of this form.

AUDIO/VIDEO/PHOTOGRAPHS

o | agree for my child to be audio recorded

o | do not want my child to be audio recorded

Name of Participant

Signature of Participant Date


mailto:gpsirb@pepperdine.edu
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SIGNATURE OF INVESTIGATOR

I have explained the research to the participants and answered all of his/her questions. In my
judgment the participants are knowingly, willingly and intelligently agreeing to participate in this
study. They have the legal capacity to give informed consent to participate in this research study
and all of the various components. They also have been informed participation is voluntarily and
that they may discontinue their participation in the study at any time, for any reason.

Name of Person Obtaining Consent

Signature of Person Obtaining Consent Date
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APPENDIX B

Short Form Consent for Subjects Whom English is Their Second Language to Participate in
Research

SHORT FORM CONSENT FOR SUBJECTS WHOM ENGLISH IS THEIR SECOND
LANGUAGE TO PARTICIPATE IN RESEARCH

“Crossing the Tracks”: How school environment helps students see themselves going to
college

My name is Yuliya Reznikova-Eisenberg. I have been your student’s Assistant Principal at
CHS from 2012-2016. | am currently a doctoral student at Pepperdine University and in the
process of conducting my research study to complete by degree requirements. | would like to
invite your son or daughter to participate in my student titled “Crossing the Tracks™: A
qualitative phenomenological study of an urban inner city charter high-school. The professor
supervising my work is Dr. Linda Purrington. You are being asked to participate in a research
study. Before you agree to enter the study,

it is important that you receive a clear explanation of the study in a language that you can
understand. The following is a list of what you are agreeing to when you sign this consent
form.

A translator who is either one of the investigators conducting the study or one of their
representatives has explained to you about the (1) purposes of the research, the procedures,
and how long the research will last; (2) any procedures which are experimental; (3) any
reasonably foreseeable risks (possible risks known at this time), discomforts and benefits of the
research (4) any potentially beneficial alternative procedures or treatments; and (5) how
confidentiality will be maintained.

When indicated for this study, you have been told about (1) any available compensation or
medical treatment if you are injured during the research; (2) the possibility of unforeseeable
risks (risks not known at this time); (3) circumstances when the investigator may stop your
participation; (4) any added costs to you; (5) what happens if you decide to stop participating;
(6) when you will be told about new findings which may affect your willingness to participate;
and (7) how many people will be in the study.

You have been told that if you are injured as a result of being in this research study, immediate
necessary medical care will be offered to you. However, there is no commitment by
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Pepperdine University and its affiliates to provide monetary compensation or free medical care
to you in the event of a study-related injury.

You understand that | am willing to answer questions or concerns. Additionally, you can contact
Linda Purrington, Ed.D by calling (XXX) XXX-XXXX or by email: Ipurring@pepperdine.edu,

if you have questions or concerns about this research. If you have questions about your rights as
a research participant, contact Dr. Judy Ho, Chairperson of the Graduate & Professional Schools
Institutional Review Board (GPS IRB) at Pepperdine University, email: gpsirb@pepperdine.edu
or phone: 310-568-5753.

You have been told that your participation in this research is voluntary and that you will not be
penalized or lose benefits if you refuse to participate or decide to stop after you have agreed to
participate.

If you agree to participate, you have been told you will be given a signed copy of this document
and a written summary of the research in the English language.

Signing this document means that the research study, including the above information, has been
described to you orally, and that you voluntarily agree to participate.

Signature of Participant Date

Signature of Principal Investigator Date
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APPENDIX C
Youth Assent to Participate in Research (Ages 14-17)

YOUTH ASSENT TO PARTICIPATE IN RESEARCH (AGES 14-17)

“Crossing the Tracks”: How school environment helps students see themselves going to college

My name is Yuliya Reznikova-Eisenberg. | have been your Assistant Principal at CHS from
2012-2016. 1 am currently a doctoral student at Pepperdine University and in the process of
conducting my research study to complete by degree requirements. | would like to invite you to
participate in my student titled “Crossing the Tracks™: A qualitative phenomenological study of
an urban inner city charter high-school. The professor supervising my work is Dr. Linda
Purrington. Your participation is voluntary. You should read the information below, and ask
questions about anything you do not understand before deciding whether to participate.

Please take as much time as you need to read the consent form. You can decline to participate,
even if your parent/legal guardian agrees to allow your participation. You may also decide to
discuss it with your family or friends. If you decide to participate, you will both be asked to sign
this form. You will be given a copy of this form.

PURPOSE OF THE STUDY

You and some of the students in your grade have participated in a new course pathway aimed at
better preparing you for college. This study is aimed at getting a better understanding of how
your high school experience has made an impact, if at all, on your plans to go to college.

STUDY PROCEDURES

If you agree to participate, you will be asked to participating in a one-on-one interview which
will ask you questions about high school and your plans for college, if any. The interview will
take from 45 minutes to one hour. During the interview, a voice recorder will be used to record
our conversation.

POTENTIAL RISKS AND DISCOMFORTS
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There are potential risks to your participation as one may feel uncomfortable answering some or
all of the questions. You do not have to answer any question you don’t want to. There is a mild
risk of anxiety, sadness, or other emotional reactions. You may discontinue your participation at
any time. You may feel pressure to participate in the study, you may discontinue your
participation at any time. After the interview, you may want to change or erase some of your
answers. You will have a time to make deletions or corrections. There is a small risk of your
name being linked to your interview. To protect you from this, all information linking your
interview to any information that identifies you will be destroyed after you have approved your
interview script. All hard copies will be destroyed. Only digital copies will be kept on a
password protected hard-drive.

POTENTIAL BENEFITS TO PARTICIPANTS AND/OR TO SOCIETY

Your participation in this study may not provide information that will be helpful to you, but what
is hoped is that what | find out from you may be of help in the future to others who are
undergoing a similar experience. Also, this study may help schools design better programs to
prepare students for college.

CONFIDENTIALITY

We will keep your records for this study confidential as far as permitted by law. However, if we
are required to do so by law, we will disclose confidential information about you. The members
of the research team and Pepperdine University Protection Program (HSPP) may access the data.
The HSPP reviews and monitors research studies to protect the rights and welfare of research
subjects.

The data will be stored on a password protected external hard-drive in the researcher’s office for
a term of 3 years. After 3 years, the data will be destroyed. The individual interview will be
audio-recorded and saved digitally with a randomly generated code of numbers and letters
instead of your name. The recording will be typed out to give you an opportunity to make any
changes or to delete any part. Once you have approved the typed interview, the audio recording
will be destroyed. To summarize, upon completion of the data collection, all hard copies
including consent documents, and survey instruments will be destroyed. The list linking your
name to any part of the interview will also be destroyed at this time. Only the researcher with the
password to the hard-drive will have access to the typed interviews.

PARTICIPATION AND WITHDRAWAL

Your participation is voluntary. Your refusal to participate will involve no penalty or loss of
benefits to which you are otherwise entitled. You may withdraw your consent at any time and
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discontinue participation without penalty. You are not waiving any legal claims, rights or
remedies because of your participation in this research study.

ALTERNATIVES TO FULL PARTICIPATION

The alternative to participate in this study is not participating. Your status as a student will not be
affected whether you participate or not in this study.

INVESTIGATOR’S CONTACT INFORMATION

| understand that the investigator is willing to answer any inquiries | may have concerning the
research herein described. | understand that | may contact Linda Purrington, Ed.D by calling
(XXX) XXX-XXXX or by email: Ipurring@pepperdine.edu, if I have any other questions or
concerns about this research.

RIGHTS OF RESEARCH PARTICIPANT — IRB CONTACT INFORMATION

If you have questions, concerns or complaints about your rights as a research participant or
research in general please contact Dr. Judy Ho, Chairperson of the Graduate & Professional
Schools Institutional Review Board at Pepperdine University 6100 Center Drive Suite 500

Los Angeles, CA 90045, 310-568-5753 or gpsirb@pepperdine.edu.

SIGNATURE OF RESEARCH PARTICIPANT (IF PARTICIPANT IS 14 OR OLDER)

| have read the information provided above. | have been given a chance to ask questions. My
questions have been answered to my satisfaction and | agree to participate in this study. | have
been given a copy of this form.

AUDIO/VIDEO/PHOTOGRAPHS

o | agree to be audio recorded


mailto:lpurring@pepperdine.edu
mailto:gpsirb@pepperdine.edu
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o | do not want to be audio recorded

Name of Participant

Signature of Participant Date

SIGNATURE OF INVESTIGATOR

| have explained the research to the participants and answered all of his/her questions. In my
judgment the participants are knowingly, willingly and intelligently agreeing to participate in this
study. They have the legal capacity to give informed consent to participate in this research study
and all of the various components. They also have been informed participation is voluntarily and
that they may discontinue their participation in the study at any time, for any reason.

Name of Person Obtaining Consent

Signature of Person Obtaining Consent Date
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APPENDIX D
Study Verbal Invitation Script -English

Hello, my name is Yuliya Reznikova-Eisenberg. | am a graduate student at Pepperdine
University in the Education Department. | am calling today about a study | am conducting on
how your child’s high school experience has any impact, if at all, on their plans to go to college.
I would like to invite your son or daughter to participate because they have been enrolled in
courses designed to prepare them for college.

Participation in this research includes participating in an interview about attitudes relating to
going to college which will take approximately 45 minutes. If your child completes the
interview, a script of their responses will be provided to you for review. You will have the
opportunity to make any modifications, deletions, or remove your child from the study at the
time. The review will take approximately 15 minutes. If your child participates in the interview
and you engage in the document review your total time commitment will be approximately one
hour.

If you have any questions or would like to participate in the research, | can be reached at (XXX)
XXX-XXXX or Yuliya.reznikova@pepperdine.edu.



mailto:Yuliya.reznikova@pepperdine.edu
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APPENDIX E

CONSENTIMIENTO INFORMADO PARA LA PARTICIPACION EN ACTIVIDADES DE
INVESTIGACION

Participante:

Investigadora Principal: Yuliya Reznikova-Eisenberg, M.A. Ed.

Titulo del Proyecto: “Cruzando Vias”: Un estudio cualitativo fenomenoldgico en una escuela
Charter en el centro urbano de la cuidad.

Yo, ,estoy de acuerdo en participar en el estudio de
investigacion siendo llevada a cabo por Yuliya Reznikova-Eisenberg, bajo la direccion de la
Dra. Linda Purrington.

El objetivo general de esta investigacion es investigar como los apoyos proporcionados en una
via de asistir a la universidad impacta a los estudiantes y como los estudiantes se sienten acerca
de su capacidad para asistir a la universidad.

3. Mi participacion implicara:
e Su hijo/a contestara una serie de preguntas durante una entrevista uno a
uno.
4. Mi participacion en el estudio tomara aproximadamente 45 minutos a una hora. El

estudio se llevard a cabo en la escuela de su hijo.

5. Entiendo que los posibles beneficios para mi o para la sociedad de esta investigacion
estan ayudando a nuestra escuela local y otras escuelas en la reflexion sobre su modelo
actual para los estudiantes de inglés y el perfeccionamiento de sus practicas para
garantizar que todos los estudiantes tengan éxito y que tengan la oportunidad de asistir a
la universidad .

6. Yo entiendo que hay ciertos riesgos y molestias que podrian estar asociados con esta
investigacion. Estos riesgos incluyen:

e malestar emocional al considerar la posibilidad de asistir a la universidad.
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11.

12.

13.
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Entiendo que mi tiempo estimado de recuperacion después del experimento sera de
aproximadamente 10 minutos.

Entiendo que yo podre elegir de no participar en esta investigacion.

Entiendo que mi participacion es voluntaria y que puedo negarme a participar y / o retirar
mi consentimiento y dejar de participar en el proyecto o actividad en cualquier momento
sin penalidad o pérdida de beneficios a los que tengo derecho.

Entiendo que el investigador (s) tomara todas las medidas razonables para proteger la
confidencialidad de mis archivos y mi identidad no sera revelada en cualquier publicacién
que pueda resultar de este proyecto. La confidencialidad de mis archivos se mantiene de
acuerdo con las leyes estatales y federales aplicables. Bajo la ley de California, hay
excepciones a la confidencialidad, incluyendo la sospecha de que un nifio, anciano o adulto
dependiente esta siendo abusado, o si una persona da a conocer la intencion de él / ella
misma oa los demas dafio. Entiendo que existe la posibilidad de que mi historial médico,
incluyendo la identificacion de la informacion, puede ser inspeccionado y / o fotocopiada
por funcionarios de la otras agencias del gobierno federal o estatal Administracion de
Alimentos y Medicamentos o durante el curso normal de la ejecucion de sus funciones. Si
participo en un proyecto de investigacion patrocinado, un representante del patrocinador
podra inspeccionar mis registros de la investigacion.

Entiendo que el investigador esta dispuesto a contestar cualquier pregunta que pueda tener
en relacion con la investigacion que aqui se describe. Yo entiendo que puedo comunicarme
con (indicar el nombre e informacion de contacto para el supervisor de la facultad u otro
colaborador) si tengo otras preguntas o inquietudes sobre esta investigacion. Si tengo
preguntas sobre mis derechos como participante de la investigacion, entiendo que puedo
contactar (nombre del presidente IRB), Presidente de la (hnombre del IRB apropiado), la
Universidad de Pepperdine, (insertar informacién de contacto adecuada).

Voy a estar informado sobre importantes informacion desarrollados durante el curso de mi
participacion en esta investigacion que puede tener relacion con mi voluntad de continuar
en el estudio.

Entiendo que, en caso de lesion fisica como resultado de los procedimientos de
investigacion en el que estoy participando, ninguna forma de compensacion esta
disponible. El tratamiento médico puede ser proporcionada por mi propia cuenta o de mi
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seguro de enfermedad que puede 0 no puede proporcionar cobertura. Si tengo preguntas,
debo comunicarme con mi aseguradora (aseguranza medica).

14. Entiendo a mi satisfaccion la informacion con respecto a la participacion en el proyecto
de investigacion. Todas mis preguntas han sido contestadas a mi satisfaccién. He recibido
una copia de este formulario de consentimiento informado que he leido y entendido. Doy
mi consentimiento para participar en la investigacion descrita anteriormente.

Firma del padre o tutor legal en nombre del Firma del Participante
participante si el participante es menor de
18 afios de edad o no legalmente

competente.
Fecha
Fecha Testigo
Date

He explicado y definido en detalle el procedimiento de la investigacion en el que el sujeto haya
dado su consentimiento para participar. Habiendo explicado y respondido a todas sus preguntas,
yo firmare este formulario y acepto el consentimiento para que el sujeto participe en la
investigacion.



144

Investigador Principal Fecha
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APPENDIX F

Invitation to Participate Letter-English
DATE

Dear Parent:

My name is Yuliya Reznikova-Eisenberg. | have been your student’s Assistant Principal at CHS
from 2012-2016. | am currently a doctoral student at Pepperdine University and in the process
of conducting my research study to complete by degree requirements. | would like to invite your
son or daughter to participate in my student titled “Crossing the Tracks”: A qualitative
phenomenological study of an urban inner city charter high-school. The professor supervising
my work is Dr. Linda Purrington. My study is designed to investigate college-related self-
efficacy of English learners at your local high-school. Specifically, I will be investigating how
the supports provided in a college-going pathway impacted how students feel about their ability
to attend college. The outcomes of this research will better assist your child’s school and other
schools in reflecting on their current model for English learners and refining their practices to
ensure that all students are successful and have the opportunity to pursue college.

It is important to have students, like your son or daughter who have attending your local school,
during the time the college-preparatory pathway for English learners was implemented.
Participation in the study will involve your son or daughter answering a series of questions
during a one-to-one interview with myself that will take approximately 45 minutes to one hour.
The interviews will be conducted in person on the school campus. Spanish translation will be
available upon request. The participation of your son or daughter is completely voluntary. They
can choose to discontinue their participation in the study at any time.

If you are interested in participating or have further questions please feel free to contact me at
(XXX) XXX-XXXX or Yuliya.reznikova@pepperdine.edu. You may also receive a phone call
from me to check if you have received a consent to participate and to answer any additional
questions. If you do not have any questions at this time, and approve of your son or daughter
participating, please contact me within the next week to set up a convenient interview time. |
look forward to speaking with you soon.

Sincerely,
Yuliya Reznikova-Eisenberg
Doctoral Student

Pepperdine University
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Invitation to Participate Letter-Spanish
FECHA
Estimados Padres,

Mi nombre es Yuliya Reznikova-Eisenberg. He sido la subdirectora en

del 2012 hasta el presente. Actualmente soy estudiante que esta en
e | programa doctoral en la Universidad Pepperdine y en el proceso de realizacion de mi estudio
requiere una investigacion para completar requisitos de este programa. Quisiera tomar esta
oportunidad de invitar a su hijo/a a tomar parte en esta investigacion titulada “Cruzando las
Vias”. Un estudio cualitativo fenomenoldgico de una escuela en el centro urbano de la ciudad.
La persona que estara supervisando mi trabajo seré la Dra. Linda Purrington, Professora en la
Universidad Pepperdine. Mi estudio esta desenado para investigar la autoeficacia del los
estudiantes que son aprendices del idioma ingles en las escuela secundarias locales. Mi
investigacidn consiste investigar como los apoyos a una camino universitario impacta a los
estudiantes y como los estudiantes de sienten sobre su capacidad para asistir a una universidad.
Los resultados de esta investigacion ayudara a mejorar los programas en la escuela de sus hijos y
otras escuela. Les ayudara a mejorar el modelo actual para estudiantes de inglés y el
perfeccionamiento de sus practicas para garantizar que todos los estudiantes tengan éxito.

Es importante que estudiantes, al igual que su hijo o hija estén asistiendo a una escuela local,
durante el tiempo que se implemento la preparacion universitaria para estudiantes aprendices del
idioma inglés. La participacion en este estudio sera involucrar a su hijo o hija a contestar una
serie de preguntas durante una entrevista que yo misma tendre con su estudiante por
aproximadamente 45 minutos a una hora. Les entrevistas se llevaran a cabo en la escuela. Si es
necesario, traduccion en espafiol estara disponible. La participacion en esta entrevista sera
completamente voluntaria. Su hijo/a puede interrumpir su participacion en esta entrevista en
cualquier momento.

Si usted esta interesado en participar o tiene preguntas favor de comunicarse conmigo al (XXX)
XXX-XXXX o por correo electrénico al yuliya.reznikova@pepperdine.edu. Usted podria recibir
una llamada telefénica de mi parte para verificar su consentimiento en la entrevista o para
contestar cualquier pregunta. Si usted no tiene preguntas adicionales y esta de acuerdo que su
hijo/a participe, por favor pongase en contacto conmigo la proxima semana para programar su
entrevista. Espero hablar con usted pronto.

Sinceramente,

Yuliya Reznikova
Estudiante de Doctorado

Universidad Pepperdine
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APPENDIX G
Study Verbal Invitation Script: Spanish

Buenos Dias, mi nombre es Yuliya Reznikova-Eisenberg. Soy un estudiante de posgrado en la
Universidad de Pepperdine en el Departamento de Educacién. Quisiera invitar a su hijo/a a
participar en una entrevista porque esta matriculados en cursos disefiado para prepararlos para la
universidad.

La participacion en esta investigacion incluye una entrevista acerca de las actitudes relacionadas
con ir a la universidad, que tendré aproximadamente 45 minutos.

Si su hijo termine la entrevista, se le proporcionard sus respuestas para su revision. Usted tendra
la oportunidad de hacer cualquier modificacion o sacar a su hijo del estudio (investsigacion) en
el momento. La revision se llevara aproximadamente 15 minutos. Si su hijo participa en la
entrevista 'y usted desea revisar los documentos o informacion obtenido por su hijo/a tomara
aproximadamente una hora de su tiempo.

Si usted tienen alguna pregunta o desea participar en esta entrevista, favor de comunicarse por
teléfono al (XXX) XXX-XXXX o por correo electrénico: yuliya.reznikova@pepperdine.edu.
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Date of Interview:

Student Name:

Student Identifier:

Interviewer:

Guardian Name:

Guardian Contact

Y/N

Student Assent F

Parent Consent Form Signed:

orm Signed:

Information: Y/N
Interview Question Estimated | Magnitude Generality Strength Stem
Time Stem Stem
Bandura’s Self-Efficacy Model (1977)
1. What have you | 20 4. What did 6. What did the | 8. What did the
experienced in minutes the situation experience situation (below)

Moustakas (1994)

terms of college
related self-
efficacy?

(below) mean
to you? How
did (situation
below) affect
you college
related self-
efficacy?

(below) mean to
you? How did it
generalize to
your college-
related self-
efficacy?

mean to you? How
did coping with
doubt affect your
college-related
self-efficacy?

\ 4

Noematic-Noema:

Assigning Meaning (Moustakas,

1994)

2. What contexts | 20 3. Describe 5. Describe f 7. Describe
or situations minutes difficult experiences, if situations, if any,
have typically situations, if any, which made | in which you had
influenced or any, which you believe you | to cope with doubt
affected your made you gained an about attending
experiences of believe going | advantage in college.
college related to college was | your ability to
self-efficacy? more or less attend college.
difficult.
3. What 5 minutes | 9. What 10. What 11. What
experience, if experience, if | learned skill, if | opporutnity to
any, is needed to any, would any, would have | persevere, if any,
improve your have improved | improved your | would have
college-related your college- | college-related improved your
self-efficacy? related self- self-efficacy? college-related
efficacy? self-efficacy?

Noetic-Noesis: Perceptual framework (Moustakas, 1994)

Start time:

End time:
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Content Validity
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Interview Questions, Research Question, and Source Alignment

Research Question

Interview Question

Sources informing
Question Design

Central Question 1: What

(Bandura, 1977;

have English Learners 4. What 6. What 8. What Borjian & Padilla,
who are currently seniors did the did the did the 2010; Callahan,
at an urban charter situation | experience | situation 2005; Chamot &
school in Southern < | (below) (below) (below) O'Malley, 1994;
California experienced in c | meanto mean to mean to Creswell, 2013;
terms of college-related % you? How | you? How | you? Fry, 2007; Hung,
self-efficacy? S | did did it How did 2014; King, 1996;
e Sub question 1a: 2 | (situation | generalize | coping Krashen, 1982;
How do English @ | below) to your with Moustakas, 1994;
Learners who are — | affect you | college- doubt Pascarella,
currently seniors S college related affect Terenzini, &
at an urban 2 | related self- your Feldman, 2005;
charter school in Z | self- efficacy? college- Thomas, Collier, &
Southern ‘s | efficacy? related National
California = self- Clearinghouse for
describe their o efficacy? || Bilingual
college-related Education, 1997,
self-efficacy? Vygotsky, 1986)
Central Question 2: What 3. 5. Describe | 7. (Bandura, 1977;
do English Learners who & | Describe | experiences, | Describe Borjian & Padilla,
are currently seniors at < | difficult if any, situations, | | 2010; Callahan,
an urban charter school % situations, | which made | if any, in 2005; Chamot &
in Southern California S | if any, you believe | which O'Malley, 1994;
describe as contexts or 2 | which you gained | you had Creswell, 2013;
situations which have @ | made you | an to cope Fry, 2007; Hung,
typically influenced or ' | believe advantage | with 2014; King, 1996;
affected their S | goingto | inyour doubt Krashen, 1982;
experiences of college- 3 | college ability to about Moustakas, 1994;
related self-efficacy? & | was more | attend attending | | Pascarellaetal.,
e Sub question 2a: ‘S | orless college. college. 2005; Thomas et
What do English || £ | difficult. al., 1997;
O

Learners who are
currently seniors
at an urban
charter school in
Southern
California believe

Vygotsky, 1986)
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has most
influenced their
college-related
self-efficacy?
Sub question 2b:
What do English
Learners who are
currently seniors
at an urban
charter school in
Southern
California believe
is needed, if
anything, to
improve their
college-related
self-efficacy?

Central question 2, sub question 2b

9. What
experience,
if any,
would
have
improved
your
college-
related
self-
efficacy?

10. What
learned
skill, if
any,
would
have
improved
your
college-
related
self-
efficacy?

11. What
opporutnity
to
persevere,
if any,
would have
improved
your
college-
related
self-
efficacy?
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Student Interview responses: Question 1
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Student Magnitude Stem Generality Stem Strength Stem
- uh, I have difficult with - okay, I’'m not sure
CHSO01 my language and I’'m because my grades is
trying to learn more, If not good, |1 got F, Cs,
I’'m going to college itis  Ds, I don’t think so.
going to be hard
CHS02 -1 hope so, because I do - because you know like - yes kids there when
want to keep my when you came here and  they don’t want to
education you don’t know how to work with me, I can do
speak English itis really  anything by myself.
hard to get along with
people so you feel like
you can’t keep going
because you don’t know
the language and you
don’t know how to
express yourself and how
to talk to people. It is
really really really hard
CHSO03 -well, the teachers - I know that in college |
helped me a lot with my  have to talk with other
English and writing, people and my teachers
reading, so now | can and all this stuff, so now
believe that | can go but  that I talk a lot with my
when | came here | teachers | have a new
believed that | could not  friend that only speaks
because I didn’t know the English so now I, that
language, how to speak,  made me change my
write, read, but now I mind and think that |
know that | can, so | have to go.
know that I can go.
CHS04 - um, actually, I'm - um, maybe, well, |

passing the high school
with only 3 years and
that makes me feel like
maybe [’m not prepared

started ESL when |
came from 8th grade
and | started 10th
grade. People told me



CHSO05

CHS06

yet to go to college but at
the same time | feel like,
um, I’'m doing a good
work and I’m trying
hard. It’s difficult for me
because, um, I don’t
know this is a different
culture and I can’t, I feel
like I can’t be myself
sometimes because |
have to speak another
language. I’m missing
my country so much but
everything I’m doing
right now its to give back
to my parents everything
they have given to me.
So that makes me feel
that ’'m prepared and I'm
going to make it.

-Yes | believe that | can
go to college because |
need it, | need to
continue with my studies
and | want to be someone
who is successful with
my life and that’s what
my mom wants.

- I don’t know how to
answer that. I think that |
can be in college by
passing all the challenges
that | have with my
language, learning
English and being new to
the country

- the experience that |
had or learning the new
language because that
made me feel stronger to
continue my education

- | just think what | want
to do with my future

- Because | learned
English, I don’t speak a
lot but I read and write
and | know I can do it.
When 1 go to college |
will learn more and more
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that I would be here 3
years more and | was
like no, I don’t want to
be here three years, I’'m
old I feel like my age
is, should be in college.
So, that’s when I had to
read more, | had to, I
don’t know, do all my
work and that helped
me to pass the ESL
classes in one year.
And | came to summer
and summer school and
that helped me too, and
| passed the ELD
classes better.

-hmmm, | see many
things, | see people
who are destroying
their life and I don’t
want this, to be ruined.
I see many friends,
they do drugs, drink,
and something like that
and they made me
think about my life.



CHSO07

CHSO08

- Because I’'m an
immigrant I don’t have
the money, | think about
that and at the same time
I think about if I'm going
| can get my documents
and continue my studies
and become a police.

- well, when 1 first came,
honestly it was really
hard because I didn’t
know how to speak
English and a lot of
people laugh about my
accent so that, like,
makes me feel like, a
way like, don’t try to
more, don’t do the best of
me, but I believe that |
had to keep going, ignore
those people because that
feeling, that wouldn’t
help my trajectory of my
education

- mmmm, uhhh, the
language, English, 1
because, this is, if this is
hard for me to talk
English here, I'm

- when | come the first
time here, in 9th grade, |
really was shy, I didn’t
talk with anyone and
Ms.Rodriguez told me
that I didn’t have to be
like that and she, she
teach me that | had to
speak more and I learned
with her class a lot
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- I told my mom
yesterday that I can’t, |
can’t go because I need
to work to help you

- um, for example in
my second year in high
school , um when | was
in my English class,
um, | think about the
difficult part to be in an
English class and |
don’t know. And now I
think like high-school ,
or college can be hard
for me.

- yeah, there was times
when there were things
that stop me but, it’s
pretty hard, but I did
some thinking that
things that are negative
are not going to hurt
me, for me to persevere
is the most important
and I talked to my
teachers and what | can
do. But there was
people that laugh about
me, that you can’t do
this, that you are not
going to be successful,
and they made me feel
bad, but I just um,
ignored it. Yeah.

- And I’ve been telling
myself that | will go to



thinking about college,
It’s going to be really
hard for me. Sometimes,
| want to put myself
down, but my parents tell
me to go because its, it
will be good for me and
for my future, so yeah.
And my teachers really
support me to, to keep
going and never give up.
And yeah.

- And I’ve been telling
myself that I will go to
college, it’s going to be
hard, it’s not going to be
easy, but that’s how life
is. We came here, and
um, to have more

opportunities, that’s why.
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college, it’s going to be
hard, it’s not going to
be easy, but that’s how
life is. We came here,
and um, to have more
opportunities, that’s
why.



Student Interview Responses: Question Two

Student Interview responses: Question 2
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Student Magnitude Stem Generality Stem Strength Stem

CHSO01 No relevant statement No relevant statement No relevant statement
made made made

CHS02 -what | like to do is like,  -Um, it was really - ummm, when | was

when | want to help
others like with Ms.C.
Like I ask for a pass to

go to her class and she let

me help to the kids that

don’t know how to speak

English.

important to me because
| learned more and |

started talking to people.

What helped me, it was
like, when | say

something wrong, they
never laughed, they just

helped me to say it right.

with Ms.U, and | was
in English 2b, and
Ms.R put me with
Ms.V that was like the
best thing ever because
you know like, there
were only people who
don’t know how to
speak Spanish so | saw
myself forced to speak
English and that was
like the best, that really
helped me.

- I don’t know if this is,
but I was in Ms.V’s
class, it was the second
semester | guess, and |
was with my partner
and he said “Miss, can
I sit with someone
smarter” and I just put
my head down, and she
said, she got really
mad, and she was like,
don’t say that because
she got better grades
than you. And that
made me feel good
because he was trying
to make me feel dumb,
and my teacher, Ms.V,
she respond to him.



CHS03

CHS04

-well maybe when | -
started to think about
how much it can cost.
The money that | have to
pay for that, but | know
that there is, uh, a lot of
financial aid that can help
me in paying for those
things, yeah.

-um, | think, um I’ve had
many experiences that
makes me think that
maybe | am capable of
going to college. The
first one was passing the
CAHSEE when I only
had 6 years, or 6 months
in the country, and that
was one. And then | had
to take in 11th grade, |
had to take 2 English
classes at the same time
and that helped me a lot,
and I proved to myself
that I can do it. And now
I’m taking an AP class,
I’m taking AP
government too which
it’s helping me, and now

No relevant statement
made

-um, | think the teachers
are, is very important part
of uh, for us as a ESL
student because they
make us realize that we
are capable of doing what
they believe in and for
example, Mr.V, Ms.R,
and Mr.R they are
examples of immigrants,
um , who came to this
country and you can see
them as your motivation
and as a clear example
that you can do it.

- I don’t know, I think
there is a lot of things
that make me feel like
that maybe I’'m not, I’'m
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- believing in myself

- One of the things was,
because I don’t feel
prepared at first
because | mean I was
like shy and I don’t
really like to talk a lot
and through the years
that | am here, so |
know that | have to talk
more and now I’m
doing it, I know that in
college I have to talk
with other people and
my teachers and all this
stuff, so now that | talk
a lot with my teachers |
have a new friend that
only speaks English so
now I, that made me
change my mind and
think that | have to go.

- Maybe at the
beginning of the year,
um, since I am an
undocumented student,
someone told me that |
should, um, like get
married to get papers
so | can go to college
and I don’t want that, I
don’t want to....uhuh,
that really hurt me, and
I went crying to home
because I don’t want to
depend on a man to be
someone in this
country. You know my
parents don’t have the
money, but | think
there is many ways |
can do it.



CHS05

I can, I can have
conversation with
someone which two
years ago [ wasn’t able to
do it. So maybe those are
the experiences.

- My family made me
think I could go to
college more, or my
teacher support made me
think 1 could go to
college.

not ready yet. Um, there
are people who always,
um, see us as ignorant
maybe, or as the people
who don’t speak English
so they put us in like a
box that, um, that makes
us feel sometimes not
part of the school, that
makes us only feel a part
of the ESL students, so
that’s the difficult part
because we have to, we
need to socialize with the
other students but
sometimes they don’t
want to. | feel that that
can happen in college
because maybe | cannot
express my feelings the
way | want sometimes
and like right now | feel
weird speaking English
because I'm , I feel like
it’s not me yet, because
I’m speaking English.
And | want to be CHS04,
| want to be the student |
am, but sometimes I can’t
because of the language.

No relevant statement
made
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- I don’t know, I think
there is a lot of things
that make me feel like
that maybe I’'m not,
I’m not ready yet. Um,
there are people who
always, um, see us as
ignorant maybe, or as
the people who don’t
speak English so they
put us in like a box
that, um, that makes us
feel sometimes not part
of the school, that
makes us only feel a
part of the ESL
students, so that’s the
difficult part because
we have to, we need to
socialize with the other
students but sometimes
they don’t want to. I
feel that that can
happen in college
because maybe I
cannot express my
feelings the way | want
sometimes and like
right now | feel weird
speaking English
because I'm , I feel like
it’s not me yet, because
I’m speaking English.
And | want to be
CHSO04, 1 want to be
the student | am, but
sometimes I can’t
because of the
language. (CHS04)

No relevant statement
made



CHS06

CHSO07

CHSO08

-Yes | believe that | can
go to college because |
need it, | need to
continue with my studies
and | want to be someone
who is successful with
my life and that’s what
my mom wants

- Because ’'m an
immigrant [ don’t have
the money, | think about
that and at the same time
I think about if I'm going
| can get my documents
and continue my studies
and become a police.

-um, | think that my first
year was difficult but
now | feel more
comfortable to go to
college because my
teachers tell me that I’'m

going.

- | learned fast because,
um, | can believe in what
| can do.

-mmmm, uhhh, the
language, English, 1
because, this is, if this is

- with my teachers, they
told me that, when they
come they were
immigrants and they
inspired me, and they
told me that I can if, |
can.

- when | come the first
time here, in 9th grade, |
really was shy, [ didn’t
talk with anyone and
Ms.R told me that |
didn’t have to be like that
and she, she teach me
that I had to speak more
and | learned with her
class a lot

- push them, work with
them, and teach them
what you know

-my English class, at the
first time, 1 feel like
scared because I don’t
understand English, but
now yeah.

-Yeah, um. When my
English wasn’t good,
when | started writing
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- When I was in
Guatemala my mom
left me alone with my
sister and my
grandmother and my
father and well I would
be alone because my
father would be in
Honduras and my sister
was doing her own
thing, I don’t know and
yeah.

- hmmm, | see many
things, | see people
who are destroying
their life and I don’t
want this, to be ruined.
I see many friends,
they do drugs, drink,
and something like that
and they made me
think about my life.

- | told my mom
yesterday that I can’t, |
can’t go because I need
to work to help you

No relevant statement
made

No relevant statement
made



hard for me to talk
English here, I'm
thinking about college,
It’s going to be really
hard for me. Sometimes,
| want to put myself
down, but my parents tell
me to go because its, it
will be good for me and
for my future, so yeah.
And my teachers really
support me to, to keep
going and never give up.
And yeah.
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better and the teachers
um, they congratulated
me and told me that |
have been improving
even more and it keeps
me more to keep going.

- | believe they should
really not be scared of
speaking English, they
should try um, they
should be more involved.
I was, | had those
teachers who told me to
never give up, to keep on
trying, that | will get
accepted to a university
and it’s going to be,
proudfull... proud.
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Student Magnitude Stem Generality Stem Strength Stem
CHSO01 No relevant statement - yes, how to do an essay  No relevant statement
made made
- well, it’s to give me
classes that are only in
English
CHS02 No relevant statement No relevant statement No relevant statement
made made made
CHSO03 - oh maybe give us, talk - | made friends out of - well, in school, |

more about what is
college, what college
means, and help explain
to see which career they
can have or maybe just
make some presentation
about that, about how
teachers are in college,
those things can help us a
lot because we can figure
it out, how they are, and
how they can teach us
about a new things, new
experiences.

- | think that maybe just
talk about more college,
that can help us when
they start to begin
because we don’t know
what is college so we
cannot see how what
situation we were, we are
going to be. So we have
to learn more about
college and see how it’s,
how it is there, and yeah,

here, well, my cousin is
in college and she told
me that college is way
different than high school
and you can learn more
S0 you can have more
experiences and also you
can see how the world is
different. Because you
have more opportunities
in works and all those
things, and high school ,
also, | talked with my
teachers and they tell me
| have to go because it
will help me a lot so it
can make me go. | think
that I can be more
important and | can be a
better person if 1 go to
college and | have a
career.

- um, I maybe think that
if | speak more, | can
learn and | can talk with
my teachers about the

don’t know. But out of
school one of my
friends that come here,
he just left and school
and start to tell me that
I cannot go because |
don’t, I have never
going to learn a new
language. Well, I don’t
believe him because |
know that | can, and |
know that if | want to, |
can do it. So yeah, in
school I don’t have
one, but outside yes



CHSO04

CHSO05

CHS06

CHSO07

CHS08

because just, learn more
about college.

- | think that the EL
students should like, be
more involved in the
school because when
there are , there are
activities, well, here there
aren’t, they are always
like separated and | think
they should be like more
involved in the school in
general.

-make them feel
comfortable, that they are
the same as other
students

No relevant statement
made

- | think that they can be
more involved with other
regular students in
English, I don’t know
miss

- | think we should be
involved in like
activities, to um, to be
persevere, to try, [ don’t
know. To make them feel
more like they are a part
of, included in the class.

class with people also

during my presentations

with them. So one skill
can be talking more
English.

- ummm, | think just
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No relevant statement

speaking more, uhhuh, to  made

get used to express your

feelings in a new
language which can be
difficult

No relevant statement
made

No relevant statement
made

- speaking and writing

- They should, I think
they , they should never
be afraid of speaking
English but it’s hard
because | feel that I'm
not the same person
when | am speaking
English because I can’t
express how | feel, like
when I’'m talking in
Spanish, I am who I am
and I can be myself and

what | feel, what | think.

It’s not the same, it’s

No relevant statement
made

-push them, work with
them, and teach them
what you know

No relevant statement
made

- they can face
rejection, and people
can look at us like, oh
those kids who don’t
speak English, who
don’t do nothing, just
came here basically,
they can face that
because | faced that
and it was really, it
really make me feel
bad, but that makes me
stronger because, um,
they believe that I can’t



really hard, but they, it’s
extremely important in

this case, they need to get

used to it.
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do more, but | believe
in myself that I can be
successful in my life.
They didn’t expect me
to finish high school
but I’'m almost done

- their teachers, their
family also. Also, there
are good examples like
we have Mr.R, Ms.R,
they came like us and
they made an example
to be successful to
persevere.
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