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ABSTRACT  
Becoming an Internationals Student: 

What do Newcomer Adolescents do with a 
 High School Designed for Them?  

Alexander Stephan Dvorak 

 
 The United States is currently experiencing an unprecedented wave of immigration.   

When studying foreign-born students, anthropologists and sociologists have focused primarily on 

two areas: how schools integrate children into the American ‘mainstream’ and the complexities 

of foreign-born students learning English.  Much of the debate centers on the best models for 

building academic English, comparing academic achievement of students by their home country, 

and comparing educational outcomes among different generations (e.g., newcomers versus 

second-generation students).  In an effort to study successful models, some anthropologists of 

education have studied newcomer programs, such as the Internationals Network for Public 

Schools (INPS), that have been successful at graduating in higher numbers students recently 

arriving in the United States from non-English speaking countries.  This ethnography builds on 

that line of work by looking at two areas that the literature has failed address: (1) how multiple 

actors in the political, philanthropic, and educational realms of the United States come together 

to design a school for foreign-born adolescents, and (2) how students, who find themselves in a 

school designed for recently-arrived foreign-born adolescents, navigate the school policies and 

structures, as implemented by the staff, and their fellow peers. To investigate these questions, this 

ethnography used participant observation, small group discussions, and interviews of students 

and staff at Voyager, a high school in the INPS, over the 2013-2014 school year.   



 This dissertation reports several significant findings. First, students from smaller national 

and linguistic groups are forced to integrate, while those of the majority home language group 

are allowed to dominate linguistically and socially.  Whereas in most schools White (or 

sometimes Black) American students are centered as the norm, in this INPS school that nucleus 

forms around the numerical majority, in this case Spanish speakers. To accommodate this social 

fact, students from smaller linguistic groups learn and use elements of the locally dominant 

language, Spanish.  Second, while the existing literature largely praises the INPS model, some 

INPS students resist school structures and pedagogical techniques that are key to the INPS 

model, such as heterogeneous grouping and collaborative projects.  This dissertation sheds light 

on the complex social negotiations underway in an Internationals schools providing a more 

nuanced picture.  This ethnography argues that student pedagogical and language ideologies 

should be considered especially where they disagree with specific INPS policies, such as 

schooling ELLs together in the same school without native English speakers.  It also argues that 

there may be certain unintended consequences for the dominant language group  in a 

multilingual environment i.e. students in the dominant language group may have limited English 

language acquisition and academic success.  The Internationals model might currently be the best 

model for educating newcomer students, but a critical look into an INPS school and its impact on 

the lives of students provides a strong contribution and a healthy critique that may help improve 

the model further. 
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DEFINITIONS AND ACRONYMS   
INPS Internationals Network for Public Schools.  A group of 17 public high schools in New 

York City, California, and Virginia that are designed to serve students who have been in the 

United States for “four years or less at the time of admission, score in the bottom quartile on 

English language tests when entering high school” (Internationals Network for Public Schools 

2013) 

ELL English Language Learner 

SIFE Student with Interrupted Formal Education 

SLIFE Student with Limited or Interrupted Formal Education 

NYCDOE New York City Department of Education 

IEP Individualized Education Program 

LEP Limited English Proficiency 

NYSESLAT New York State English as a Second Language Achievement Test  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Chapter I - INTRODUCTION   
Snapshot 1: 
From the Internationals Network for Public Schools (INPS) website...  
Students in International High Schools and Academies are in the country four years or less and 
score in the bottom quartile on English language tests at the time of admission. The student body 
in our 27 schools and academies comes from 119 countries speaking more than 93 languages. 
Their literacy skills in their native language[s] vary widely, and on average, 92% receive free/
reduced lunch. Recent immigrant students at the secondary level have only four years in which to 
acquire the academic content and deeper learning skills necessary to succeed in the classroom 
and graduate high school on time. As a result, immigrant English language learners make up a 
significant share of those who fail to graduate with their peers. However, students in 
International High Schools routinely outperform their counterparts in other schools and often are 
the first generation in their families to graduate high school and attend college (INPS 2017g).  
Snapshot 2: 
Amin, Salamatou, and Fatou sit at a table in the otherwise empty math classroom after school 
working on homework.  I approach and sit at their table.  I ask them if I can talk to them about 
their experiences at this school.  
Salamatou:  When I was in Africa there wasn't a lot of equations and stuff like that.  There were 

a lot of fractions, so I was doing fractions and I really knew how to do equations of there.  
So, I came here and I saw they're doing it in a different way.  So, it confuses me a little bit 
and it affected my mind sometimes when ... they explain it.  I just think about the old, 
you know. 

Amin:  Because the way they use the strategy 
S:  Exactly 
A:  It’s more different. 
S:  Yeah. 
A:  But if you want to use it from our country to here.  It's difficult. 
S:  Yeah. 
A:  That means you are going to restart out again, you are going to like... You're starting from 

zero.  You can't, you can't... 
S:  Exactly, exactly you feel like... 
A:  You're like ohhhhhh! 
S:  It's like the strategy up here is more stronger than there.  Like if you use those strategies, you 

can still do it, but it just have to come out in a different way.  Like the math that we did 
like in Africa and here.  It's not like really the same and it won't be true, I guess. 

Fatou:  And it's going to hurt you a lot because, like in Africa we have like eight years in a 
French school studying the same strategy over and over again.  And here we came here 
we go a new strategy.  The new ways to do things and you only have like four years to 
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understand everything and you have to pass the Regents which it makes it really hard.  
And if the teachers explain things, you just sit around.  Some times I just look at her.  It 
seems like I'm dreaming, all the numbers are just running out in my head.  We don't 
understand nothing. 

S:  And like you know it's just really difficult for us because we just came here and we have to 
learn a different language and we've just taken a hard test about a language that we didn't 
know.  But we're just trying to say, even if I'm saying right now English really clearly, but 
it's just, I don't know a lot in English.  So sometimes, I just think that it's really difficult.  

Snapshot 3: 

 I climbed onto the bus and sat down in a middle seat.  Soon afterward, I noticed 
Fatoumata sitting in a seat by herself, crying.  The school had chartered two busses that day to 
take half of the student body 90 minutes out of the city to a day-long outward bound retreat.  I 
went over and sat next to her.  She looked over at me, and I asked, in French, what was wrong.  
She said that the teacher had taken away her iPod which was full of her favorite music from her 
country. 
 Around us, Dominican students were moving around the bus passing around home-made 
Dominican food (mangu), and bags of Doritos chips and spicy Takis snacks, talking noisily and 
cheerfully.  A Dominican girl suggested that they sing travel songs and started singing in 
Spanish.  A chorus of voices loudly and with animation joined her.  It seemed like everyone 
knew the words.  For the Dominicans, it was a moment of familiarity, solidarity, and joy. 
 Meanwhile, Fatoumata was sitting next to me, miserable.  It seemed like their esprit de 
corps and happiness only heightened Fatoumata’s loneliness and lack of connection to the others.  
Fatoumata was visibly distraught and isolated.  No one was passing around food from Guinea.  
No one else was singing songs from her country.  She did not even have the consolation of her 
own music she had brought on her iPod.  In this case, no one made an attempt to include her, and 
she did not reach out.   She spoke to me about wanting to leave the school.    
 
 The United States has a larger foreign-born population than any other country in the 

world.  In 2017, around 50 million foreign-born people live in the United States—more than four 

times more than Saudi Arabia, the country with the second largest international foreign-born 

population.   US schools in 2014 admitted 5.7 million foreign-born students, who account for 1 1

 https://www.migrationpolicy.org/programs/data-hub/charts/top-25-destinations-international-migrants1
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in 14 of students enrolled.  In some areas, such as the New York City metropolitan area,  the 2

proportion of foreign-born students is higher: almost 1 in 3 are foreign-born, and 1 in 8 school 

students are foreign born (U.S. Census Bureau 2014). 

 Most of the work about foreign-born students produced by anthropologists of education 

in the United States focuses on explaining these academic performance.  Ogbu developed his 

cultural-ecological theory to explain the favorable performance of West Indian and African 

students compared with their African American peers (1974).  Gibson developed a theory she 

called accommodation and acculturation without assimilation to explain how Punjabi Sikhs in 

California achieved school success by maintaining cultural roots while adopting aspects of the 

dominant group’s culture (1988).  Portes and Zhou theorized that foreign-born people in the 

United States take one of three paths upon their arrival in the United States, what they termed 

segmented assimilation (1993).  Suárez-Orozco explained how Central American children and 

their families’ focus on education stemmed from seeing the opportunities provided in the United 

States in contrast to their home country as well as a sense of duty to their families (1987).  In 

Valenzuela’s work, she noted that the Mexican-born students she studied perform poorly in 

school despite their positive outlook and pro-education values, due to a lack of caring in schools 

and their systematic dismantling and devaluing of students’ home culture, a process she termed 

subtractive schooling (1999).  Lee explored the diversity within groups, stating that stereotypes 

of groups, even when positive, can work to the detriment of individuals (2009).  Gibson, 

Gándara, and Koyama examine the impact peers have on academic performance (2004). 

!  The US Census Bureau defines this as the New York-Northern New Jersey-Long Island, NY-NJ-PA Metro Area.2
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 These theories all examine the sociocultural factors resulting good or poor academic 

performance among foreign-born students in US schools.  In their 2011 review of “Immigrants 

and Education,” Gibson and Koyama call for a “robust literature that describes in detail what 

successful school programs look like and that addresses how research findings can help to inform 

educational policy” (401).  In a turn away from focusing on failure rates, some anthropologists of 

education have studied newcomer programs,   such as Internationals Network for Public Schools 3

(INPS), that have been successful at graduating recent “newcomers ” in higher numbers.  Some 4

recent studies have focused on such “successful” programs for educating newcomer youth, such 

as a study of a bilingual high school for Spanish-speaking adolescents (Bartlett and García 2011) 

and high schools in the Internationals Network for Public Schools (INPS) (Fine, Stoudt, and 

Futch 2005; Jaffe-Walter and Lee 2011; Jaffe-Walter and Lee 2018).  Bartlett, Mendenhall, and 

Ghaffar-Kucher document many positive structures and practices in Internationals schools that 

support “their academic and socio-emotional well-being” (2017).  This research looks at school 

policies, curricular decisions, philosophies and pedagogical practices that explain the 

significantly higher graduation rates for newcomer adolescents achieved by this set of schools. 

 But there is also a broader question which interests anthropologists and sociologists as 

well as the students, teachers, and policymakers.  These people are not simply interested in 

questions like “How do we help newcomers be successful in school?”, but also “How do we 

prepare newcomers to become Americans, learn English, and make a life for themselves in the 

!  Programs that serve recently-arrived foreign-born students.3

!  INPS documentation uses the words “immigrant” and “newcomer” in their discourse.  “Newcomer” as a term, is 4
often used by INPS to refer to its recently-arrived foreign-born students.  As an example, the Comprehensive 
Education Plan document that Voyager produced for the 2013-2014 school year referred to ELL students who have 
been in the country less than four years as “newcomer ELLs” (NYCDOE 2013).
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United States?”  Much of the more general literature on foreign-born students for the past 100 

years has dealt with these issues and discusses them in terms of assimilation and integration.  I 

will not be using the word “assimilation” in this ethnography and do not focus on assimilation or 

integration or the difficulty or need to learn English and all the ethical and moral implications 

they involve.  These topics will arise continually over the course of this ethnography because 

they are very important to the literature, teachers, and students all of whom have strong opinions 

about this.  The dissertation will not directly touch upon these questions but will contribute to 

these more general discussions. 

 Much of the classical literature on foreign-born students discusses how we would get 

foreign-born people integrated into America from the perspective of the receiving America.  This 

ethnography aims to look at this phenomenon from the point of view of the teenagers 

themselves, coming to the United States and attending the schools designed for them.  It asks:  

what do they think about it and what do they do about it? 

 As we see from snapshot 2, Salamatou and Fatou are able to discuss comparative math 

pedagogy (comparing the strength of math strategies as taught in Africa and in New York City) 

and show a language ideology which they discuss in a newly acquired language, English.  Their 

conversation is sophisticated and represents the complex discussions I witnessed students and 

staff having about learning and language development.  Which pedagogy do you use?  Which 

language do you use in the classroom?  How do you sit around a table?  These are questions that 

do not directly connect to their success in school.  One of the contributions of this ethnography is 

to give voice to student pedagogical and language ideology.  Students in this ethnography have 

something to say in the debate and whether we agree with them or not, whether their ideology 
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matches “best practices” in newcomer programs or the research consensus, I believe their voices 

should be heard, for they, in the end, are the ones who have to directly live with and contend with 

these ideas. 

 While anthropologists have asked why foreign-born students are failing, and have 

described schools that achieve relatively higher graduation rates, we know very little about the 

actual organization of newcomer schools and what newcomer students do with the schools that 

are designed for them.  Few studies have examined in depth the complex, sociocultural 

negotiations conducted by students in International Schools. The literature suggests a sort of 

radical egalitarianism among foreign-born students, and yet we know from experience that 

quests for equality are never free of politics. 

 This ethnography attempts to illuminate a topic that has been debated in policy, 

philosophy, and the social sciences for the last 130 years: the encounter between foreign-born 

students and institutions created for them in the United States.  Schools are the “first sustained, 

meaningful, and enduring participation in an institution of the new society” (Suárez-Orozco et al. 

2008).  But we know very little about how students perceive and negotiate these schools made 

for them - a topic ideally suited for ethnographic study.  This dissertation examines how students 

educate themselves within a high school in the INPS.  In the past 50 years, educational policies 

and institutions have focused, prescriptively, on how to use pedagogy and language to educate, 

integrate, and politically socialize foreign-born students. Instead of prescribing, this study will 

look at how foreign-born students use language and negotiate policies and pedagogies in a 

multilingual school context, in a student population which has over 26 different home languages 

represented.  How do they engage the linguistic, social, and academic spheres of the school? 
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 Furthermore, this study does what ethnography often does best—examines the outliers.  

In this case, I focus not only on the numerically dominant students from the Dominican Republic 

but also on the small groups from various African, Asian and Middle Eastern countries.  Seeing 

the school from their point of view yields a decidedly different perspective on what the founders 

called “the Internationals model ”. Understanding the complex social negotiations necessary to 5

be a student in an Internationals school and how this might play out differently with and for 

different students provides a more nuanced picture of how this new way of integrating 

newcomers into mainstream America is producing the newest members of American society.  

There are many reasons why the 'Internationals' model is a good one for schooling adolescent 

newcomers.  However, it is necessary to critically examine the complexities of public schooling 

for such young men and women. 

 The first “Internationals school” was developed in 1985 as a solution to the challenges 

facing the large (and growing), highly diverse numbers of newcomer adolescents in the United 

States.  As of 2017, the Internationals Network for Public Schools (INPS), founded in 2004, 

included 21 secondary schools and academies in California, Maryland, New York, and Virginia 

(INPS 2017d).  Schools in this network have demonstrated relative success in terms of easily 

measured outcomes such as graduation and dropout rates for English Language Learners (ELLs).  

In 2005, four-year graduation rates for these schools were 63.4% compared with a citywide 

average for ELL students of 30.3%.  Also in 2005, four-year dropout rates were 5.2% compared 

with citywide 31.5% for ELLs (Fine, Stoudt, and Futch 2005).  These schools were created for 

 The “Internationals model” or “Internationals approach” is a set of principles on how best to educate newcomer 5

adolescents adopted by the schools and academies in the INPS.
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foreign-born ELL students, but not by them.  Like all educational policies, they created as many 

problems as they solved.  

This dissertation departs from the existing literature, which has celebrated the successes 

of International Schools, by examining some of the knotty challenges that emerged from these 

socially complex institutions.  These schools were created for newcomers, but not by them.  Like 

all educational policies, they created as many problems as they solved.  In particular, this 

ethnography considers how students at one International School in New York City navigate the 

institution, its pedagogy and practices, and fellow students in their quest to secure a diploma. 

 
Research Question  

 Much of research on INPS schools generally tells us very little about the school and 

extremely little, if anything about what the students do in the school.  This study asks:  How are 

INPS schools designed and actually organized for newcomers and what do students do with each 

other and the organization of their school?  To answer these questions, I investigated Voyager, a 

newcomer school that is a part of the INPS.  I pay close attention to the encounter between 

students and the implementation of INPS policies and structures of the school.  To give context 

to how the school became what it is I trace the interactions between actors that worked together 

to create a particular INPS school and how INPS policies and structures are translated into 

practice at a school level.  To explore how students educate themselves into the school, the study 

investigates the activities and language use of students as agents in the process.  Subsidiary 

questions to the main question, which helped me to organize my ethnography, are: 
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A.  How are INPS policies and structures translated and implemented at the school level?  

How does an INPS school teach students to be Internationals students? 

B.  How do students react to INPS policies and structures as implemented in an INPS 

school? 

 B1.  What kinds of activities do student engage in as they react to INPS policies and 

structures as implemented in an INPS school?  To what extent is there diversity in 

student reactions to these INPS policies and structures? 

 B2.  What language choices do students make within an INPS school and what role 

do peers play in language learning in an INPS school? 

 
Methodological Approach  

 I began this study by tracing the design of a school network for newcomers.  I 

interviewed a dozen key figures who participated in the design of the Internationals model;  these 

participants included current and former INPS principals and INPS staff.  I also reviewed reports 

produced during its design phase, news articles from the time, and published research about the 

network. 

As the underlying purpose of this research is to observe and describe the experiences of 

students, I conducted an ethnographic study.  My primary method of data collection was 

participant observation, visiting the school three to four times a week for eight hours over a 

period of 10 months.  I spent time walking down hallways, sitting and participating in classes, 
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eating lunch in the cafeteria, going on field trips, attending assemblies, and going to after-school 

programs.  Most days, I would follow one class of students throughout their day going to classes 

and lunch with them.  I would take an hour out to interview a member of the staff, one of the 

students, or a group of students.  I observed and interacted with the participants, which helped 

me to see the students and staff in moments that revealed the social processes involved in student 

socialization, language use, and interaction with school structures and values. 

 Over time, I narrowed the focus of the study.  While I observed all staff members and 

students, when interviewing, I focused on a subset of 15 staff members and 24 students.  My 

primary method of data collection was from participant observation, visiting the school two to 

three times a week for eight hours over a period of 10 months. During that time, I conducted 

individual interviews with staff and students, group discussions with students. In the 10 months, 

I shadowed 12 individual students, each for a day, following them across their day to get a sense 

of the school from their perspective.   I also collected school-produced student data, INPS 

documents, Voyager documents, classroom materials, honor roll posters, and student academic 

and recreational products.  I used this data to provide context to what I was observing.  I 

analyzed the after-school program attendance sheets and honor roll posters in conjunction with 

the data on student language and country of origin to find patterns in student engagement in 

after-school programs and in measures of school success.  I then used this analysis to triangulate 

with what I was observing as far as participation in the school. 

 
The Research Sites  
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 I spent the 2013-2014 school year (September to June) doing ethnographic research in an 

INPS high school in New York City.  New York City was an obvious choice because it has one of 

the highest foreign-born student populations and the largest public school system in the country.  

I chose an INPS school with students from many countries and language groups to provide an 

appropriate location for studying language learning and the integration of newcomers in a 

multilingual context.  Not all INPS schools fit these criteria.  For instance, a few are composed of 

all Spanish-speaking students, which allows a different approach to language education.  Being 

in the INPS, the school provided an ideal venue to see how newcomer students’ daily experience 

with a school’s implementation of the Internationals model.  I selected a newer school (less than 

ten years old) within the INPS, where contestation might be more visible in discourses and 

practices as newly created cultural forms are discussed and acted upon. I called this school 

Voyager, using a pseudonym to protect the confidentiality of the site, educators, and students. 

 Education and learning are situated activities (Varenne 2007; Lave and Wenger 1991).  

The site for education is traditionally considered the school;  however, anthropologists have long 

insisted that education takes place broadly, in locations such as the home, religious institutions, 

places of work, or hangout sites (Bourgois 1996; Varenne 2007).  Thus, while the INPS school 

provides the main site of research, the processes of education for students in an INPS school 

extend beyond the classrooms.  At times I accompanied students into spaces outside classrooms 

and outside of school in an effort to observe education more broadly.  For instance, I participated 

in field trips such as to the American Museum of Natural History, to an artist workshop in SoHo 

and on a day-long Outward Bound retreat outside of the city. 
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Assumptions and Positionality  
 As researchers and human beings, we all have perspectives which influence what we see 

and how we interpret it.  This is especially true for anthropologists undertaking an ethnography.  

For this reason, in this section, I attempt to reflect on and describe my perspectives and what 

assumptions I may be bringing to this study. 

 I am an educator.  After having taught for 23 years and 7 years in a school in the INPS, I 

trust that teachers, in general, have the best interests of their students at heart.  I have also seen 

that teachers and schools do not have the resources of staff, materials, classroom space, and time 

to fully implement their idealized vision of education and so, make the best of their situation 

within these constraints.  Relevant to my research focus, I believe that if educators are to serve 

their students best, they need to understand and be sympathetic to the lives and concerns of their 

students in and outside the classroom. 

 My position as an INPS teacher made this study possible.  It facilitated my access to the 

school and to educators.  My former principal supported my application for a research sabbatical 

from the New York City Department of Education.  This provided me with a living wage and a 

break from my full-time job as a high school biology teacher for the 10 months necessary to 

complete the research portion of this ethnography.  My time grappling with the affordances and 

constraints of the INPS model has undoubtedly informed the questions I asked and the 

interactions that captured my attention.  At the same time, I was aware that, given my experience, 

I needed to work to make the “familiar strange” when considering policies and practices at 

Voyager.  I do not take at face value what an organization says it does, but look for evidence of 
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what is happening.  I also made sure to remind participants, and especially teachers, that I was 

doing research, to assure continuous informed consent. 

 Given my experience as an educator, I am convinced that students are deliberative actors 

and not passive recipients of educational policy.  Students can disrupt, evade, and remake 

policies and practices.  While teachers and administrators may have certain intentions, it is 

important to pay attention to how students make meaning of policies, curricula, and interactions.  

Further, I think it is important to see how diverse groups of students have varied experiences in a 

single school. 

 My interest in designing this study came out of my experiences as a public school teacher 

in New York City and Central Africa.  I have been teaching in public middle and high schools for 

almost 22 years.  During the first two years, while in the Peace Corps, I taught math, science, and 

English in French in a middle school in Central Africa.  I came to New York City to attend 

Teachers College, Columbia University to become a better teacher.  For the past 21 years, I have 

taught science in public schools in New York City.  Over the last seven years, I have taught 

Living Environment in an INPS school, and have witnessed student frustration in an INPS 

school.  For instance, I have seen students struggle with the constructivist pedagogy espoused by 

the INPS rubrics.  They have expressed frustration when asking teachers for answers and being 

asked to come up with answers themselves.  The literature on INPS schools mostly discusses the 

struggles students face due to outside factors, but I know from experience that students also 

wrestle with INPS structures and practices themselves;  I designed my research to investigate 

students’ experiences in an INPS school.  I believe that teachers and administrators, myself 

included, do not fully understand the assets and experiences of the students we serve.  Our blind 
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spots impact our ability to design appropriate programs, curricula, and lessons.  A desire to have 

a deeper understanding of students within the INPS to serve them better provided the underlying 

motive for my choice of dissertation topic. 

 My experience as a teacher in public schools offers me a perspective missing from much 

of anthropological research in education.  Much anthropological research done in public high 

schools has been done by those who are not themselves teachers or other staff members.  In some 

instances, researchers blame schools or teachers for student failure.  As an experienced teacher 

within public schools, I believe that I can provide a perspective that takes into account the 

experiences not only of the students, but also of the staff.   I intend to take what I have learned, 

as documented here and bring it back to the school where I currently teach as well as to the INPS 

Network, in the hopes that it will help the staff improve programs and instruction in subsequent 

years. 

 At times my status as a teacher was useful; at other times, it probably hindered my work.  

My relationship with my formaler principal and my experience working at an Internationals 

school convinced the principal of Voyager to trust me and allow me to study in her school.  

Being a teacher at another International school helped me increase trust with the teachers at 

Voyager as well.  They were very welcoming to me as far as allowing me to come in their classes 

and their meetings, making time for me to interview them, and confiding in me.  Only one 

teacher was skeptical and seemed not to be completely forthright with his thoughts. 

 Having the status of a teacher gave me the authority to ask students to fill out permission 

forms to participate.  However, that same status may have influenced which students agreed to be 

in the study.  Some students who were more alienated from the school did not fill out the 
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permission form, even after many requests.  These students were not willing to talk with me.  

Students who agreed to participate were, mostly, students who were comfortable with adults and 

teachers and felt like they were successful in the school. 

 My own travel experience and language abilities influenced the nature of the 

relationships I formed with the students.  I formed the closest relationships with students who 

spoke more English and those from Francophone Africa.  Because I speak only a little Spanish, 

and no Arabic or Bengali, my relationships with students in these groups that spoke little English 

was not as strong. 

 
Rationale and Significance 

  

 INPS schools have a track record of higher graduation rates for the ELL students they 

serve (Fine, Stoudt, and Futch 2005).  Existing research has detailed the INPS model and how 

educators use it to support newcomer students (e.g., Jaffe-Walter and Lee  2011;  Bartlett et al. 

2017).  There are many topics that the current literature does not address, however. The literature 

doesn’t show that schools are rarely able to implement the Internationals model with fidelity. The 

literature fails to consider divergent voices and opinions among educators, students who do not 

experience success within an INPS school, or the possible reproduction of inequality in INPS 

schools. Finally, the existing literature focuses on perspectives of planners and educators; one 

area, in particular, that is critically lacking is a description of the experience of newcomer 

students in these schools.  INPS schools provide the perfect environment to look at how students 
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experience schools that are diverse in terms of language and home country and where the entire 

student population is composed of newcomers. 

 This description may be valuable for those interested in how the United States educates 

newly-arrived foreign-born students for practical reasons of creating effective policy around 

educating these students or for those interested in the implementation of the Internationals 

model.  It begins to address important questions, such as:  to what extent do elements of the 

Internationals model support students?  How can programs best support the needs of all students 

and not just some?  What do school staff need to know about the diversity of student experiences 

to design programs, curricula, and lessons that better serve these students?  As an educator, most 

importantly, I hope that the findings uncovered in this study or subsequent studies will benefit 

students as schools redesign and implement structures with a fuller understanding of student 

experiences. 

 In a larger sense, having a description of students’ experience in an INPS school prevents 

us from assuming that these students are passive recipients of an education designed for them.  

Rather, students are dynamic social actors negotiating in deliberate ways with one school’s 

implementation of the INPS model, its structures, and the social environment of staff and other 

students.  We miss a large part of the story when we look only at INPS graduation rates or the 

idealized Internationals model for newcomer education. The value of ethnography comes 

precisely from examining, carefully, lived experiences of (sometimes idealized) institutions.  In 

their introduction to the Companion for Anthropology of Education, Mica Pollock and Bradley 

Levinson explain that anthropologists of education inquire into the fate of young people, the 

enculturation and socialization of young people, and the habits of human behavior and 

!16



relationships of power that are taught and challenged in schools as cultural sites (2011).  

Anthropologists of education care about 

how people of any age learn and teach others to organize behavior, in any 
setting...how identities and identifications are taught and shaped, anywhere, at any 
age... how people learn and use language... everyday negotiations over the effects 
of past histories... dynamics of control, power, and inequality that shape everyday 
lives in societies. (Pollock and Levinson 2011).  

This ethnography attempts to describe Voyager students as deliberate actors within an INPS 

school in an attempt to shed light on precisely these areas of inquiry. 

 
Findings and Outcomes  

 This ethnographic study looks at the network of actors that created one particular 

Internationals school and what students did with that school.  Existing INPS research has left 

what happens inside schools a ‘black box’ (Latour 1987, 2) in terms of how it shapes students’ 

experiences.  We can see more of how America educates foreign-born children in the 21st 

century (Henry 1963), and the students’ “continued efforts to change both [themselves] and 

[their] consociates through often difficult collective deliberations” (Varenne 2007). 

 So, what do we see when we look into those black boxes?  As described at length in 

Chapter IV, the creation of Voyager took the work of many actors with different motivations, 

mostly working together, but at times entering and exiting the network with their financial 

support.  Educational research in the 1980s and 1990s hinted at best practices for newcomers. 

Three Internationals high schools, a nascent collection of like-minded schools, incorporated 

these practices into their pedagogy.  Non-profits with large endowments used research touting 
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the benefits of small schools as reasons to fund specific other non-profit organizations, which 

provided funding directly to schools and programs.  The mayor of New York City used the same 

research to begin a reform of New York City schools forcing the breakdown of large 

comprehensive schools and the creation of many small schools to take their place, often in the 

same building.  An association of three schools scrambled to form a non-profit organization so as 

to be eligible to receive money from a large funder.  A few years later, that same funder removed 

its support with “underwhelming” early research on the “success” of the mayor’s reforms.  An 

Internationals network grew, having “weathered” the financial storm, by finding new funders, 

during which time many other non-profits closed.  In the burgeoning of this network of schools, 

we see the creation of Voyager. 

 The subsequent findings chapters outline what students did with the school they were 

given.  Chapter V addresses a central issue in the education of the foreign-born in America:  how 

to integrate diverse groups of people into a larger whole.  This chapter looks at how Voyager 

shapes students socially.  I begin by recounting students’ descriptions of their first day at the 

school, when all is foreign and fresh, and how this is different for different social groups.  I 

explain how students analyzed social groups at school, and the work they did to find a network 

of friends.  I describe how members of the dominant social group displayed signs of being 

socially comfortable, but at the same time showed certain marginalized behaviors.  I then show 

how these grouping patterns in students meet school policies of putting students in 

heterogeneous groups and the resistance students show to this.  In this chapter, I argue that at 

Voyager students and the school interact to form an “ethnic stew” where a certain amount of 
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diversity is maintained but that over time students are integrated into certain Internationals 

practices that value students associating across social groups. 

Chapter VI turns to the classroom, paying particular attention to the mandated 

pedagogical approaches of the International Network, meant to promote equity and critical 

thinking among newcomer students.  I describe how teachers unevenly interpreted and 

implemented this pedagogy.  I also show how students acted and reacted to these practices.  I 

argue that from the students’ point of view, some things are not working well, and should be 

reconsidered.   

 Chapter VII focuses in particular on language pedagogies at the school.  International 

Schools promote a specific language policy:  they teach in English, but they encourage students 

to use their home language.  This may work reasonably well for language groups that are well-

represented, but it becomes significantly more difficult for groups with small numbers of 

speakers.  As I describe, the well-intentioned pedagogy largely results in linguistic exclusion.  I 

document how students expected to be in a school with native English speakers and expressed 

disappointment upon discovering the school was made entirely of ELL students.  I argue that 

while minority language groups feel social isolation that results from having few people to 

communicate within their home languages, this forces them to learn English and Spanish to form 

associations with other students.  This helps them progress in English at a faster rate than those 

in the majority language group and as a result, they are more able to advance academically as 

well. 

Finally, in Chapter VIII, I explore how Voyager created academic success for some 

students and how this fell along lines of language grouping.  I also look at the relative 
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participation in after-school programs for different social groups.   I document that students of 

the dominant language group learned English more slowly and had less academic success, in 

general, compared with language minority groups.  I argue that after-school programs were 

locations of enculturation into the norms of the Internationals model and participation in the 

programs was associated with higher academic success in the classroom. 

 Taken together, this ethnography demonstrates what students did with the school they 

were given. We see them making sense of, resisting, and integrating into classes taught in 

English with pedagogy as translated by teachers from INPS documents.  We see them grouping 

themselves with peers sharing the same country/region of origin, home language, and gender and 

resisting teachers’ attempts in classrooms to arrange them “heterogeneously” in tables.  We see 

them navigating a predominantly Dominican peer group and Spanish language environment.  We 

see them isolating and connecting with each other intentionally and unintentionally with 

language. Voyager is an alternative school model for students of different country of origin, 

language, and gender.  We see a moment in time at the beginning of the 21st century when 

adolescents from 26 countries came to the United States, how their school lives were structured, 

and the sense they made of those efforts. 

 The INPS as a group of schools and Voyager as a particular school imagined a set of 

problems generalized to a population of newcomer adolescents.  These efforts lead to increases 

in graduation rates and lowering of dropout rates for the ELL students it serves.  However, few 

have asked questions about the model.  Does the model benefit some at the expense of others? 

Does the language education model have unintended consequences for speakers of the locally 
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dominant language (e.g., Spanish)?  Does the pedagogical model work for all students?  This 

dissertation explores these and other questions. 
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Chapter II - LITERATURE REVIEW  
  

 In this chapter, I review the literature on “immigrant education ” in America and propose 6

that little is known about what newcomer students do with a school they have been given.  I 

argue that the recent research on successful newcomer schools does not take into account the 

points made by earlier anthropologists, i.e. that people do not blindly follow rules, but make 

sense of their situations and make choices opportunistically.  Much of the existing work on 

Internationals schools is done for an activist purpose - to shore up political support for the 

Network.  This activist urge has prevented anthropologists of education from asking certain 

questions and writing critical articles.  This absence of critique has, ironically, deprived the 

Internationals Network of research they could use to improve. 

 I begin by reviewing the current anthropological literature about immigrants in schools 

and especially its problematic focus on success and failure.  I will then review the literature on 

INPS schools.  Language learning and language practices are central to a newcomer’s experience 

in school , so I will develop an approach to studying language use.  I will then review the 7

anthropological research that considers the role of the student as actor.  I conclude by arguing 

that without considering students as deliberate actors, we risk misunderstanding how 

socialization, language learning, and implementation of policies such as the Internationals model 

play out within the experience of the actors of the school. 

  

 I use the term “immigrant education” here because this is how it is often referred to in the literature.6

 Language learning is a well documented topic in the literature on “Immigrant Education” as many newcomers in 7

the United States have a home language other than English and often face classes taught in English.
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Immigrants in Education  
  Since the beginning of public schooling in America, people have looked to schools as a 

method of social reform.  For Horace Mann, once established, public schools would be the “great 

equalizer” and poverty and crime would disappear (Cremin 1961, 9).  With an increasing number 

of people from other countries coming to America in the mid-1800s, public schools were seen by 

some as a way to “train newcomers to American ways of life and thought” (Cremin 1961, 66).  

The President of Middlebury College, in 1849, expressed a particular ideology, that schools 

should integrate the foreign born, when he asked, “shall these adopted citizens become a part of 

the body politic, and firm supporters of liberal institutions, or will they prove to our republic 

what the Goths and Huns were to the Roman Empire?  The answer to this question depends to a 

great degree upon the wisdom and fidelity of our teachers” (Labaree 1850, 34). 

  John Dewey addressed the cultural importance of schooling in Democracy and 

Education (1916).  For Dewey, schooling provides an important and process of integrating the 

young into a democratic society.  He stated, “There is a necessity that these immature members... 

be initiated into the interests, purposes, information, skill, and practices of the mature members:  

otherwise the group will cease its characteristic life” (1916, 3).  He continued, “Without such 

formal education, it is not possible to transmit all the resources and achievements of a complex 

society” (1916, 8).  According to Katz, “education has shone as the preferred solution for social 

problems” and “improving poor people” (1995, 4).  Since then, research in the past hundred 

years has examined how foreign-born people have been incorporated into American society 

through different institutions, especially schools.  Olneck characterizes the idea that “through 

schooling... immigrants to the United States were afforded and embraced unparalleled 
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opportunities to achieve social mobility and to ‘become American’” as a “myth” that has 

“informed contemporary education policy toward ‘English Language Learners’” (2008, 103). 

 Researchers developed theories of assimilation to explain how these people adapted to 

and created lives for themselves in America.  The Chicago School of sociologists focused their 

lens on the lives of people in the urban setting of Chicago.  William Thomas, Florian Znaniecki, 

and Louis Wirth described how neighborhood associations and clubs provided beneficial social 

connections for the foreign born who they saw as having weakened social bonds or what they 

called “social disorganization” (Thomas and Znaniecki 1920 and Wirth 1938).  Over time Robert 

Park developed a theory of assimilation in which he proposed that people coming to the United 

States from other countries progressed from “contact, competition, accommodation and 

eventually assimilation” (1950, 150).  For Park, this progression toward assimilation was an 

inevitable force eliminating divisions between groups of people in society .  The idea that a 8

diverse group of people would become more similar through association, is often referred to as 

“the melting pot” theory .  Warner and Srole proposed a similar theory to Park in which they 9

describe a “single line” assimilation (1945, 72) in which people advanced linearly in class status 

through time. 

 In the 1970s and 1980s, in the wake of the Civil Rights movement, theorists developed a 

theory of “multicultural education” also known as “multiculturalism” or “cultural mosaic,” as an 

alternative to the “melting pot” theory of assimilation in the wake of the civil rights movement in 

 Kristivo, argues, that a close reading of Park’s writings indicates that while Park’s version of assimilation “entailed 8

the creation of a shared national identity, which of necessity required certain commonalities, such as a shared 
language and core cultural values” it did not embrace a “melting pot” perspective as “it also permitted the 
persistence of ethnic identities and affiliations. Assimilation was thus not construed as antithetical to a multicultural 
society; it did not require cultural homogeneity” (2004, 161).

 The phrase “melting pot” was popularized in an eponymous 1908 play by Israel Zangwill (Booth 1998:A1).9
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the 1960s.  The multicultural education reform movement arose out of a “mounting concern” 

over such issues as “the biased and inaccurate portrayal of minorities in United States history 

texts” (McCormick 1983, 93) as well as a perceived mismatch between school curricula and the 

diverse backgrounds of students (Petty and Narayan 2012, 213).  For Banks and Banks, 

multicultural education, as a movement, had the goal to “change the structure of educational 

institutions so that male and female students, exceptional students, and students who are 

members of diverse racial, ethnic, language, cultural, and religious groups will have an equal 

opportunity to achieve academically in school” (2015, 1).  Multiculturalists proposed a “salad 

bowl” metaphor of society, where each component remained distinct within a unified whole.  

Laubeová argues that the “salad bowl” metaphor is not complete, because it fails to take into 

account the exchange between the pieces.  She proposes the metaphor of an “ethnic stew” where 

“pieces of different kinds of meat still keep their solid structure” and yet the taste of each seeps 

into the other (2000). 

 In the 1990s and 2000s, theorists Portes, Zhou, and Rumbaut developed the segmented 

assimilation theory (Portes and Zhou 1993; Portes and Rumbaut 2001) which proposes that 

people integrate into American society in one of three ways:  into the white middle-class (upward 

assimilation), the lower class (downward assimilation), or advance economically while 

maintaining their community identity (selective acculturation) (Portes and Zhou 1993, 82).   

Which of these processes a family follows depends on the relationship between the children, 

their parents, and the community they are in.  According to segmented assimilation theory, three 

factors play a role in determining which way a group will assimilate:  human capital, how they 

are received, and family structure (Portes and Rumbaut 2001, 46).   Consonant assimilation 
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occurs when both parents and children drop their roots in favor of American culture at more or 

less the same pace.  In selective acculturation, parents and children stay rooted in their immigrant 

community while learning certain American ways.  In downward assimilation, the children 

acculturate faster than their parents, becoming rudderless and more prone to negative societal 

pressures in the absence of sense of parental or community authority.  In selective acculturation, 

parents and children stay rooted in their community of people from the same country while 

learning certain American ways.  Portes argues that selective acculturation helps groups that face 

discrimination (Portes and Rumbaut 2001:54).  Hirschman’s 1983 review of research on 

assimilation concludes that for ethnically white, Hispanic and Asian Americans over time, there 

are “relatively modest socioeconomic differentials,” however for blacks “the gap remains 

wide” (416). 

 One of the many criticisms of segmented assimilation is that it does not address the role 

that schools play in assimilation (Lee 2009; Valenzuela 1999).  Recent research has shown that 

certain school-based factors such the type of schooling (Valenzuela 1999; Bartlett and García 

2011), peer interactions (Gibson, Gándara, and Koyama 2004; Bettie 2003), sense of belonging 

in school structures (Gibson, Gándara, and Koyama 2004; Valdés 1996), and sociocultural 

factors (Conchas 2006, 16-18) can have a significant impact the formation of student identity and 

their academic success.  Recent research indicates that schools like Luperón (Bartlett and García 

2011) in New York City and INPS schools show increases in the academic success of the 

newcomer students they serve (Fine, Stoudt, and Futch 2005).  Mullooly describes tactics used 

by an alternative middle school to achieve great academic success for its low socio-economic 

status Hispanic students (2003). Segmented assimilation also does not take into account that 
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America is a historical pattern experienced and remade in the lives of people in the United States 

(Varenne 1986). 

 Nonetheless, anthropologists and sociologists are cognizant of the limits of school’s 

impact. For the many years since the Coleman Report, Rothstein (2004) demonstrated that no 

model of schooling has effectively closed the achievement gap.  Varenne and McDermott 

document the deliberate production of failure in American schools (1998). Koyama has 

demonstrated how a national policy purportedly erected to remedy failure instead created or 

culturally produced failure (2011).  From McDermott and Raley’s perspective, much 

ethnographic research has uncovered the “institutionalized arrangements that have turned schools 

against children and teachers” (2011, 46).  This dissertation draws on these sources to ask 

whether the same is true of an educational model designed to meet the educational, linguistic, 

and social needs of newcomers. 

 
Research on INPS schools  

 As has been mentioned, few newcomer programs have had such well-documented 

graduation rates as the schools in the Internationals Network for Public Schools (Gibson, 

Gándara, Koyama 2004, Fine et al. 2007, Jaffe-Walter and Lee 2011, Bartlett and García  2011).  

A few studies have talked about the Internationals model and how it might benefit students. 

 Jaffe-Walter’s work in INPS schools provides essential historical background for the 

network’s struggle to develop an educational model which is inconsistent with the national, state, 

and local educational climate of accountability (2008).  She and Lee also discuss three factors 

critical to students’ preparation for college:  “academic preparation, social capital, and financial 
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issues” (2011, 292).  Drawing on a year-long ethnography of two Internationals school, in which 

one of the authors conducted “participant-observations, interviews, and focus groups,” (2011, 

284) they conclude that INPS schools address the first two.  They argue that preparing their 

students academically and giving them social capital are two means that they can enhance the 

success of their students (2011, 292).  This research helps reveal some of the practices of the 

network and schools.  Jaffe-Walter and Lee highlight how these school structures “create 

nurturing environments that support students to make successful transitions into U.S. educational 

and social life” (2011, 282).  They detail how the schools specifically (1) create a college-going 

culture, (2) prepare students for college by building on their cultural and linguistic backgrounds, 

and (3) provide students with a social capital (2011).  In their study using interviews that 

responded to photographs taken by students, Lesley Bartlett, Mary Mendenhall, and Ameena 

Ghaffar-Kucher document how Internationals schools “foster a sense of safety; focus on a 

relational model of trust building among peers and between students and teachers; reduce 

stressors; and build on ‘immigrant optimism’” (2017). 

 These researchers provide compelling arguments that certain structures within INPS 

schools help students achieve academically.  Their research helps provide some answers as to 

how the INPS schools produce fewer dropouts and higher graduation rates for their students than 

other public schools within the same New York City public school system do with their English 

Language Learner (ELL) students (Fine, Stoudt, and Futch 2005).  Their research, however, does 

leave some questions unanswered. 

 In their effort to explain the academic success of INPS schools, scholars of Internationals 

schools did not address questions of whether teachers were uniformly supportive of all students, 
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whether classroom instruction was routinely differentiated, and whether school structures worked 

to ensure all students were college-ready.  The previously reviewed INPS research seems to fit 

the descriptions of school practice and student experience to the INPS model rather than describe 

student experiences in all their complexity.  A critical eye might question whether any human 

endeavor could be so smooth and conflict-free.  Are these studies just reporting the INPS ideal, 

or do they capture the reality in all of its messiness? 

 
Language Learning  

 In the 1980s, anthropologists of education studying foreign-born students in America 

turned toward studying language learning in schools.  At its core, the debate revolves around 

whether (as general discourse often claims) it is best for students to learn English as quickly as 

possible, or (as anthropologists tend to argue) whether it is ideal for students to maintain their 

linguistic and cultural resources as they add others. 

 Some complain that well-intentioned programs end up segregating them in “ESL” classes 

and other ways.  In her study, Valdés noticed that foreign-born ELL students are isolated from 

English speakers in classes, around school and in their communities.  She argued that people 

learn a new language best when they are in contact with native speakers and schools effectively 

separate English Language Learners (ELL) students from native speakers, inhibiting their 

language development.  This happens in both formal and informal ways in high schools.  

Formally, schools create “ESL ghettos” (Valdés  2001, 145) by putting ELL students together in a 

classroom.  This form of tracking strips ELL students from resources that might aid them in 
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learning English and their academic subjects.  Informally, ELL students are socially isolated 

within classrooms that have both ELL students and native speakers.  In school spaces students 

informally separate into native speaking and ELL groups (Valdés  2001, 145).  

Many sociocultural scholars of “immigrant education” argue for an educational approach 

that values linguistic and cultural resources. Valenzuela (1999) argues that schools follow the 

straight line assimilation idea.  As such, many assume that in order for students to succeed they 

must learn English and the cultural forms of the mainstream society.  Valenzuela argues that the 

school staff discourage use of the home language and cultural forms.  She calls this process 

“subtractive schooling,” because students are expected to subtract their previous experiences in 

order to adopt the new language and norms of their host country.  She argues that these cultural 

forms and their language are invaluable resources students need in order to be academically 

successful.  By taking them away, the school puts these students at a disadvantage and creates an 

environment where students do not feel valued.  This uncaring atmosphere engenders an 

oppositional attitude to the school (Valenzuela 1999, 4-5). 

  The domains of Sociolinguistics and Language Socialization both investigate language in 

the social context.  Sociolinguists study differences in language use within the same language 

and the social repercussions of this use.  Language Socialization (LS) studies, instead, look at 

how language is used to develop “linguistic and cultural competencies” (Baquedano-López and 

Hernandez 2011, 197). 

 In the late 1970s and early 1980s, the first LS studies tried to “connect the analysis of the 

properties of language development to the study of child learning” (Baquedano-López and 

Hernandez 2011, 199).  LS studies have looked at linguistic variants and socialization in the 
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baby-talk of middle-class US parents (Schieffelin and Ochs 1986), class language variants in 

English (Heath, 1986), and language use in a bilingual environment (Zentella 1997).   One study 

shows how language use can be used to teach children certain norms of respect (Howard 2009). 

 Notions of biliteracy have moved from definitions focusing on mastering both reading 

and writing in two languages (Goodman, Goodman and Flores 1979) to more articulated 

definitions which take into account how, where, and by whom the two languages are used.  

Hornberger defines biliteracy as “the use of two or more languages in and around 

writing” (Hornberger 2003, xii) and allows for “biliterate actors, interactions, practices, 

activities, programs, situations, societies, sites, worlds” (Hornberger 2003, xiii). 

 From the 1950s, researchers have acknowledged that literacy in the home language helps 

in the development in literacy of a second language (August and Shanahan 2017).  This lead to 

the idea of “sequential biliteracy,” where educators delayed teaching a second language until 

students were literate in a first (Wong, Fillmore, and Valadez 1986).  In contrast, “simultaneous 

biliteracy” posits that you can learn two languages at the same time;  it developed out of 

witnessing successful immersion programs (Cummins 1979).  Hornberger developed a “continua 

of biliteracy” theory which treats the learning of biliteracy as a complex phenomena considering 

ranges of points for contexts, actors, media, and content with each aspect interralated with the 

others (1989).  García, Bartlett, and Kleifgen propose using a pluriliteracy approach which 

integrates research on the continua of biliteracy and the concept that literacies are multiple and 

dynamic.  This approach “captures not only literacy continua with different interrelated axes, but 

also an emphasis on literacy practices in sociocultural contexts, the hybridity of literacy practices 
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afforded by new technologies, and the increasing interrelationship of semiotic systems” (2007, 

215). 

 No LS studies have been done in a multilingual context.  In their article, García, Bartlett, 

and Kleifgen conclude that “schools reflect a national ideology that is at best multilingual in the 

sense of separate languages, but that is rarely multimodal or truly plurilingual” and that 

plurilingual literacy strategies, if used, “are most often accepted as ’bridges’ and ‘stepping 

stones’ to monolingual literacy, or at best multilingual literacy” (2007, 219).  In this ethnography, 

I will explore how students at Voyager use language to develop their cultural competencies and 

how staff use language to enforce certain school norms as a part of an Americanization process.  

This ethnography provides a unique look into language learning and its use in the multilingual 

environment of an INPS school.  

 
Students Negotiate School Structures  

  As far back as the Chicago school, sociologists have been describing the social lives of 

foreign-born people in the United States from the perspective of individuals.  William Thomas 

and Florian Znaniecki give a detailed account of the social lives of peasants in Chicago (1920).  

In addition, the work of anthropologists of education may shed some light on the relationship 

between the Internationals model and the daily lives of students in Internationals schools.  Henry 

argues that the “school metamorphoses the child, giving it the kind of Self the School can 

manage, and then proceeds to minister to the Self it has made” (Henry 1963, 292).  Followers of 

Foucault argue that schools shape student subjectivities.  Demarath describes how school induces 
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anxiety and stress in middle-class white successful students (2009).  How does the Internationals 

model try to shape students? 

 Bourdieu saw the student as a deliberative actor, making choices by taking into account 

the local and immediate context and not a set of rules (1976).   There may be tensions between 

these local actors, the students and the “rules,” i.e., the INPS and school structures.  Paul Willis 

used ethnography to answer the difficult question of “how working class kids get working class 

jobs”.  Willis describes how working class young men rejected and resisted the educational 

system and, in so doing, ensured that they would at most achieve working class positions like 

their fathers and male relatives (1977).  Foley (1990) applied Burawoy’s (1979) study of factory 

workers and how they collectively worked together to make the work easier and applies this to 

students in a classroom.  Foley noticed that students, like the factory workers, find ways to lessen 

the work and make the work of the classroom more enjoyable.  He uses Burawoy’s term, calling 

this the “making out game” (1979, 51).   In his article “‘Acting Out’ and Being a ‘School Boy’:  

Performance in an ELD Classroom”, Clayton Hurd explained that social factors can lead students 

to perform different roles including the “not-learning” role.  Rather than seeing “not-learning” as 

an individual act of defiance, it can be seen in social terms as a way of strengthening ties to a 

group (Hurd 2004, 75). 

 To what extent do Voyager students resist and comply?  Do they employ the tactics of 

resistance mentioned above, and to what end?  How does this look within an INPS school?  The 

positive view presented by some scholars of Internationals Network schools may be an ideal that 

INPS staff strive for; however, is it a realistic description of a school or social environment? To 

examine how social processes in these schools affect outcomes for students, and to enable 

!33



possibilities for change, it is important to examine critically educational efforts within INPS  

schools. 

  
Summary  

 My experience as a teacher in an INPS school suggests that, just as in most human 

interactions, there are tensions, misunderstandings, weaknesses, and failures.  The literature on 

cultural production (Henry 1963; Foley 1990; Varenne 2011; Levinson et al. 1996) supports the 

idea that students are deliberative agents in schools.  While acknowledging the broad 

generalizations Jaffe-Walters and Lee (2011) make about school structures in INPS supporting 

Internationals students, I believe a more fine-grained look at how students interact with each 

other and their school will provide insights that could be used to gain a richer understanding of 

the experiences of students in INPS schools and how students are produced within the INPS 

schools. 

 There is less research doing what anthropologists do best: examining the agency of 

students.  We see much in the research about the philosophy, the policy designer, the teachers, 

and the curriculum designers talking to each other, criticizing each other.  But rarely do we see 

studies focused on students in these schools.  There is much research about the failure of policies 

and why they are terrible. But we don’t hear enough about and from students and the work they 

do in schools. This is particularly true of the International Network schools. 

 By looking into the black-box of an INPS school, we may gain useful insights for those 

who wish to improve INPS programs, as well as those who aim to create or modify programs 
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serving newcomers.  But most importantly, looking at the experiences of INPS students will 

provide a fuller understanding of the process of education itself.  As Varenne states, the most 

important part of education is “the continued efforts by all to transform their 

conditions” (Varenne 2007, 1560).  In the ethnography that follows, I hope to bring to light these 

“continued efforts” of Internationals students to “transform their conditions.” 
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Chapter III - METHODS   
 The purpose of this ethnography is to explore the central question of schooling 

newcomers: how does a school shape students socially, linguistically, and academically and what 

students make of that.   To address these issues the following sections provide:  (1) a rationale for 

qualitative approach, (2) a description of the research site, (3) an overview of information 

needed, (4) an explanation of methods of data collection, (6) a description of how data is 

analyzed, and (7) limitations of the study. 

 
Rationale for Ethnography  

 This ethnography endeavors to document and describe the experiences of students, 

teachers, and staff in an International School that was designed to promote success for newcomer 

students. It attempts to go beyond previous studies, which relied heavily on outcomes data, 

limited periods of qualitative research in Network schools, and celebratory accounts of the 

school by key participants. Ethnography, as a qualitative method, is designed to reach “for a 

portrait of everything at stake in the details of people’s lives” and to reveal “a full schedule of 

struggles that make every moment significant” (McDermott and Raley 2011). Ethnography 

documents  “the taken-for-granted social routines, informal knowledge, and embodied practices” 

that “can yield understandings that cannot be obtained through” other methods (Gupta and 

Ferguson 1997, 36).  Thus, ethnography “can be an extraordinarily valuable methodology for 

understanding social and cultural life, both through the discovery of phenomena that would 
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otherwise remain invisible and through the acquisition of new perspectives on things we thought 

we already understood” (36-37). 

 Ethnography is particularly appropriate for this study because it aims to include the 

multiple perspectives of diverse participants and document how people interact with each other 

and with the institutional structure (including rules, pedagogies, and social practices) day to day 

to “expose the full play of circumstances constraining” the students as they develop over a period 

of time (McDermott and Raley 2011).  As little research has been done in INPS schools from the 

perspective of the students, in this study, I attempted to understand their social lives and to 

uncover phenomena that may currently be invisible. 

 
Methods of Data Collection  

 My primary tool for collecting information about student practices and discourses was 

participant observation.  This method allowed me to “produce the kind of experiential knowledge 

that” that led to me to be able to speak about the educational lives of students from INPS 

(Bernard 2006, 342).  I put myself at the INPS school with students as they started their day by 

entering the school;  I followed them through classes, lunch, and after school. 

 In the first phase of my research, I spent three months doing broad ethnography.  I 

attended the school three days a week; each day, I followed a different class of students from the 

beginning of their day to the last class of the day.  I requested and received demographic 

information on the students in the school from a staff member.  My first goal during this initial 

phase was to build relationships with the students and staff.  Much of my job in the first month 
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was to explain my role as an ethnographer in the school, earn trust, and to learn names.  I 

observed students, staff, parents and their interactions in classrooms, hallways, the main office, 

the counselor’s office, the cafeteria, the library and on field trips.  I also conducted informal 

interviews with a range of social actors.  I recorded all interviews and some moments during my 

participant observation in order to have a verbatim record. 

 Then, after three months, I selected 24 focal students to follow in depth.  Students were 

selected using a purposeful sampling strategy to maximize variation across high school grades 

(in this case 9th and 10th), gender, country of origin, and language group.  This method was meant 

to improve my chances of accessing a wide variety of perspectives and experiences within the 

student body of the school.  When shadowing a student, I met them at school in the morning, 

followed them through all their classes and activities, and talked with them and their associates at 

key points to get their insight into what they thought was happening.  Initially, I was planning to 

shadow them to their homes as well.  However, I did this with only one rather eager student.  

Benefits of this approach were that participant observation (1) allowed collection of many types 

of data, (2) reduced reactivity of participants, (3) allowed me to ask better questions, (4) aided 

reaching an intuitive understanding of what was happening, and (5) allowed the only way to 

adequately research particular problems (Bernard 2006, 356). 

 In addition, I formally interviewed each of these focal students once with a semi-

structured interview (see Appendix B) and a second time using NYCDOE’s SIFE Oral History 

Interview protocol (see Appendix D).  I used this protocol to collect educational histories for 

them and their families and information regarding their English language use outside of the 

school, among other things. These interviews allowed me to learn about their English language 
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level and that of their families, which might not have been clear in participant observation.  In an 

attempt to triangulate, I did semi-structured interviews with some of the INPS students’ family 

members, friends, teachers, principals, and employers. 

 After several months of fieldwork, I held ‘unfocused’ focus groups.  An unfocused group 

is like a semi-structured group discussion.  Unfocused groups “can reveal important insights into 

the topic, the group’s culture, the busy and messy context of life, and the value of the group 

experience for participants” (Franz 2011).  I used this technique with groups of students to 

discuss ideas relevant to education at the INPS school.  At the end of the year, I held a focus 

group for each of the gender and group pairs (Spanish girls, Spanish boys, African girls, African 

boys, etc.) separately in an informal setting.  In these focus groups, I arranged an empty room 

and four to six members of this group.  I asked students about their educational experiences at 

Voyager and in their home country.  I also asked them about their experience with language and 

with INPS principles, such as heterogeneous work groups, and peers groups.  Holding these 

‘unfocused’ groups helped students find commonalities of experience, which aided the researcher 

in seeing patterns. 

 In the course of the study, I also got to know many more people throughout each 

student’s social network.  My secondary sample included some of these people in the students’ 

networks including family members, peers, teachers, counselors, after-school mentors, 

principals, and employers. 

 
Data Analysis  
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 Data analysis involves finding patterns in data and explaining why the patterns are there 

(Bernard 2006, 452).  To analyze the data, I first transcribed interviews and other recordings and 

completed fieldnotes.  For portions of the transcript in French, I translated them myself.  For 

parts of the transcript in other language, such as Spanish (see Snapshot 5 and 6), I marshaled a 

group of at least six multilingual students to independently translate that part of the transcript .  10

Then I compared these translations and had the students discuss them to come to a consensus as 

to an appropriate translation for the context.  I then had another six multilingual students evaluate 

the composite translation.  I made requisite changes and then sent them back to the original 

translators for further evaluation.  I finished the process once a general consensus was reached. 

 Once in written form, I coded the transcripts and fieldnotes according to the categories: 

development of INPS policies and structures, evidence of INPS policies and structures at 

Voyager, student language use, and student actions in response to INPS policies and structures.  

To help with norming this process, I had a colleague use the categories to code one of the 

documents that I had already coded.  I looked for discrepancies in the coding process, discussed 

this with my colleague, and made necessary changes. This process forced me to explain my 

coding logic and helped me to recognize assumptions that deserved further exploration.  I then 

coded the rest of my data according to the categories above. 

 After coding the data, I analyzed it for patterns taking into account evidence for diversity 

in student responses along lines of home language, gender, and region of origin.  I looked for 

patterns in how Voyager students were taught the values of the school.  I considered questions 

 The fact that these students had the skill set to perform this task highlights their knowledge of at least two 10

languages.  It is evidence in support of the argument for considering them emerging multilinguals, rather than 
defining them by their “lack” of English.
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such as:  What does it mean to be an Internationals student?  What practices are enforced at an 

INPS school?  Who enforces practices at an INPS school?  What is the role of peers?  Staff?  

How do students learn how to be an Internationals student?  I also focused on looking for 

patterns in language use by Voyager students.  Which languages are spoken in different areas of 

the school?  How do students use different languages to meet their needs?  What role does home 

language play in socializing and learning?  I also considered moments in which students 

confronted INPS principles and structures.  I looked for patterns for when and how students 

reacted to INPS principles and structures and how staff and students enforced INPS principles 

and structures. 

Limitations  
 While this study has been designed to reveal insights into students’ experiences at 

Voyager during the 2013-14 school year, there are four main limitations to this study:  sample 

size, attention, location, and language.  As there was one researcher, it was only feasible to study 

a sample size of 24 students within one school.  Due to the large variation within the population 

studied, the small sample size was a limiting factor.  To address this issue, I purposefully chose 

students who varied by class, gender, country of origin, language group, and years within the 

school to make sure I gathered a variety of experiences of this heterogeneous group of students. 

 Another limiting factor was one of attention.  As the researcher, being a single person, I 

could only be in one place at a time.  While I was in one room, many events and moments were 

occurring in other locations throughout the school.  In fact, I am sure that even when I was in a 

room, I could only focus my attention on a portion of the goings on. 
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 A third limitation was one of location.  This study was limited to one school.  Studying 

the experiences of students in other INPS schools during that year would have given more 

information and thus allowed the results to be more generalizable. However, as I had previously 

taught at an INPS school for 2 years, I feel I could, if asked, make some relevant comparisons to 

another INPS site. 

 A fourth limitation was one of language.  I speak English and French fluently, but these 

were not necessarily the languages spoken by the students and their families.  To address this 

limitation, I prepared myself by learning basic phrases in the languages most commonly spoken 

at Voyager.  I also used human or internet translators (Google Translate: <http://

translate.google.com>) to help me understand and be understood.  For help translating, I used my 

connections to my current INPS school to enlist people with native language fluency in the 

language in question. 
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Chapter IV - MAKING A SCHOOL FOR NEWCOMERS - THE MAYOR, THE MONEY, THE 
NETWORK, THE RESEARCHERS AND THE SCHOOL THEY MADE  

“Opening doors to the American Dream…” (INPS 2017a) 

Snapshot 4:  
 Miss Rebekah  had worked with Internationals schools for more than 20 years.  She had 11

worked at LaGuardia, the first International school, observing administrators in preparation to 
opening her own International school in the 1990s.  During the year of the ethnography, she 
visited Voyager regularly as a principal mentor.  Sitting down with her at the end of the year, she 
described the changes of policy and resources that supported the development of the 
Internationals network.  
Miss Rebekah (INPS administrator):  Right. That was, you know, really it was [New York City 

Mayor Michael] Bloomberg’s policy [to create small schools].... 
Mr. Alexander: So that benefitted the Internationals? 
Miss Rebekah: It totally benefitted us. I mean, ok so, so Debbie [Deborah Meier] had this idea 

back in the early 90’s about breaking down our schools into small schools.  I mean it was 
unheard of.  I mean it was another one of those things people just didn’t do. The only 
other organization that was doing stuff like that was New Visions for Public Schools.  
And they weren’t so much breaking down large schools as just starting small schools and 
so, there was a lot of money to do that then. We had Annenberg money we had the 
Federal Title 7 grant.  Well, LaGuardia had a Federal Title 7 grant but there was money 
out there to do that stuff.  And then the money dried up, the well dried up.   

 In order to give a context to the subsequent chapters, in this chapter,  I provide a history 

to Voyager’s creation.  Specifically, I trace the connections between New York State and New 

York City’s educational policies and current immigration trends, large charitable organizations, 

educational researchers and how these interacted to support and allow the blooming of the 

Internationals Network in the early 2000s.  I describe how this network of connections produced 

a fertile ground for a particular high school, Voyager to form with a particular set of structures 

 In this dissertation, I will use the conventions that Voyager students used when addressing each other and adults in 11

school.  Students tended to use first names with each other and the honorific Mister (Mr.) for male adults and Miss 
for female adults (regardless of marriage status).  The administration encouraged staff members and students to 
address both staff and students by their first names, however, students subverted this when addressing adults by 
adding the honorific in front of the adult’s first name.  
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and practices.  This ethnography caught Voyager in its second year of development, and I will 

discuss the challenges it faced at this early stage of its creation.  Subsequent chapters will delve 

into how this network of interacting elements was translated into student experiences and what 

students did with that. 

 
Demographic Context  

 The number of foreign-born adolescents in the United States has been rising for the past 

forty years (see Figure 1).  Our current wave of immigration began in 1965 with the passing of 

the Immigration and Naturalization Act of 1965 (Hart-Celler Act).  This law removed a previous 

quota system which set limits as far as how many people could come to the United States from 

each country.  The total number of foreign-born in 2014 was 41 million ; as a percent of the total 

population, the foreign-born population reached 13.1% of the total United States population as of 

2014. 
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 Many of these newly-arrived people are children of school age.  Schools in 2014 

admitted 5.7 million foreign-born students which represents 1 in 14 of those attending US 

schools.  In some areas, such as the New York City metropolitan area, the proportion of foreign-

born people is higher: almost 1 in 3 are foreign-born and 1 in 8 school students are foreign-born 

(U.S. Census Bureau 2014). 

 People who arrive in the United States as adolescents face great difficulties in schools.  

Most come from non-English speaking countries, and some have previous gaps in their 

education.  They have to learn in classes where English is the primary medium of 

communication.  Students learning English in these conditions usually take four to seven years to 

achieve the same academic performance as their native-English-speaking peers (Hakuta, Butler, 

Figure 1:  Foreign-Born as a Percentage of Total 
Population of the United States: 1850 to 2010
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& Witt  2000).  Unfortunately, the time frame of four years to complete high school does not 

provide them enough time.  In addition, students face issues adapting to the new cultural norms 

and systems in this new country.  This may make interacting with the school, their peers, and the 

staff difficult.  Despite these challenges, these adolescents are held to the same accountability 

measures as native-born students such as graduating high school in four years (Short and Boyson 

2012) 

 Facing these challenges and more, adolescents are at more of a disadvantage not only 

than their native-born peers but their younger foreign-born counterparts as well.  People that 

arrive in early childhood have only a slightly larger school dropout rate than their native-born 

peers (5% compared to 3.3%) (Fry 2005, i).  In comparison, newcomers have a dropout rate of 

9.9% if they have previously had continuous schooling and 70.9% if their schooling was 

interrupted in their home country (Fry 2005, 3).  Because of these numbers, people have 

considered how schools should be organized for newcomers.  

 
Birth of the Small Schools Movement and Children First  

 In New York City, the small schools movement, also called the “school-restructuring 

movement” (Lee and Smith 1995), began in the 1980s.  In 1985, the well-respected progressive 

educational reformer Deborah Meier created a series of small schools in New York City, the 

Central Park East schools.  Small schools received support from non-profit organizations such as 

New Visions for Public Schools, who in turn received funding from the non-profit Annenberg 

Foundation (Kelleher 2014, 12).  In the 1980s and 1990s researchers of schooling published 

many reports in support of smaller schools.  In these reports, small schools were associated with 
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“higher and more socially equitable engagement and achievement” (Lee & Smith 1995).  Even 

dividing large schools into “charters,” they argued, “improves the likelihood of students’ 

academic success” (McMullan, Sipe, and Wolf 1994).  In her review of the small schools 

research, Kathleen Cotton stated that “research has repeatedly found small schools to be superior 

to large schools on most measures and equal to them on the rest" (1996). 

 By the end of the 1990s, there was a strong base of educational research and a few large 

non-profit organizations that supported small schools.  It was in this environment that in 2002 

Michael Bloomberg, the newly elected mayor of New York City, obtained mayoral control of the 

New York City school system from New York State.  With this power, he and Chancellor Joel 

Klein began implementing a transformation of NYC public high school system according to a 

reform agenda called “Children First: A New Agenda for Public Education in New York City,” or 

simply “Children First.”  By 2010, the Department of Education of New York City had closed 

more than 20 large public high schools serving thousands of students each and opened over 200 

smaller ones serving 300 to 400 students.  These new smaller schools were referred to by the 

DOE as “small schools of choice” or SSCs for short (Bloom, Thomson, and Unterman 2010). 

 The Children First agenda was supported with $230 million from philanthropies such as 

the Bill & Melinda Gates Foundation, Carnegie Corporation, The Wallace Foundation, Michael 

& Susan Dell Foundation, and Open Society Institute.  The agenda included closing high schools 

that were what the Department of Education officials considered “underperforming” (having a 

graduation rate of under 45%) and opening up SSCs.  The expressed rationale behind the agenda 

was that smaller schools would better “meet the needs of low-income, disadvantaged students in 

particular” (Quint, Smith, Unterman, and Meodano 2010). 
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 Of all the philanthropies funding the “Children First” initiative, the Gates Foundation was 

the largest donor.  It was responsible for $150 million of the total $230 million.  One group of 

“low-income” and “disadvantaged” students targeted by the Gates Foundation was newcomer 

students.  The Internationals Network for Public Schools was one of “intermediary 

organizations” that the Gates Foundation funded as a part of this effort (Quint, Smith, Unterman, 

and Meodano 2010).  Voyager was founded in 2012, at the tail end of one of the largest overhauls 

of New York City public high schools. 

 
History of The Internationals Network for Public Schools  

The Internationals Schools Partnership  
 The Internationals Network for Public Schools (INPS) comprises an ever-growing group 

of secondary schools and academies that “serve recent immigrant, English language learners who 

enroll with four years or less of education in U.S. schools.” (INPS 2017e).  At the time of the 

ethnography, there were 15 of these schools in New York City, one in Virginia, and two in 

California.  By 2017, two more schools in Maryland and one in Virginia have been founded 

(INPS 2017d).  The INPS schools are designed specifically to cater academically and 

emotionally to newcomer adolescents to the United States. 

 Many terms have been used to refer to the students in Internationals schools.  The New 

York City Department of Education refers to them as English Language Learners (ELLs).  Ofelía 

Garcia suggests the term “emergent bilinguals” (2009, 54), which acknowledges the fact that 

students come knowing at least one other language and are learning English as another language.  

!48



This distinction follows a more “additive” (Bartlett and García 2011) and less 

“subtractive” (Valenzuela 1999) model.  In light of the fact that a subset of these newcomer 

students often know more than one language upon arriving, an even more appropriate term might 

be “emergent multilinguals.”  When addressing these students, generally, I will refer to them as 

newcomers.  However, when their language status is relevant, I may refer to them by the term 

ELL or “emergent bilinguals/multilinguals,” depending on context.  

 The International High School at LaGuardia Community College, known as 

“LaGuardia,” was the first International High School founded in 1985.  According to the INPS 

website, LaGuardia was “a joint venture between the New York City Board of Education and the 

Board of Higher Education of the City of New York to address educational opportunity gaps for 

the City’s high school-age English language learners.”  The opening of LaGuardia was followed 

eight years later by the Manhattan International School and the following year by Brooklyn 

International School (INPS 2017h).  These three schools formed the International Schools 

Partnership in 1995 “to facilitate interschool collaboration and learning” (INPS 2017b). 

 
Educational Research on the Internationals Schools  
 According to INPS literature, the Internationals schools, like other newcomer schools, 

provide an alternative to the default “sink or swim” method of schooling newcomer adolescents.  

Their staff members speak of looking at their students from an assets-based perspective rather 

than a deficit-based one such as the subtractive schooling described by Valenzuela (1999).  Staff 

from INPS schools share a similar melting pot philosophy to Jane Addams, the founder and 
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director of Chicago’s Hull House, at the turn of the 20th century, who thought it was important to 

respect “the life and culture of immigrants,” that it was important to acclimatize immigrants to 

America without “Anglo-Saxonizing” them, and “that the immigrants had much to contribute to 

the emergent and forming American culture” (Krug 1976). 

 Data collected from 2002 to 2005 show that English Language Learners (ELL) students 

schooled in the general population in New York City’s public schools graduate at a rate of 30% 

in four years and 50% in seven years on average.  However, ELL students placed in the three 

existing high schools of the Internationals Network for Public Schools in 1998 graduated at a 

rate of 63% in four years and 89% in seven years.  These graduation rates are not only higher 

than the graduation rates of English Language Learner students in the New York City public 

school system as a whole, but also higher than the graduation rates of New York City public 

school students who were never English Language Learner students (52% for four years and 

69% for seven years) (Fine, Stoudt, and Futch 2005).  These schools have demonstrated 

impressive results on measures of success for newcomer adolescents.  For example, in 2005, 

their four-year graduation rates were 63.4% for English Language Learner adolescents compared 

with citywide only achieve 30.3%.  Seven-year graduation rates at INPS schools are 88.7% 

compared with 30.8% for citywide ELLs.  Similarly, the four-year dropout rate is 5.2%, while 

citywide it is 31.5% for ELLs (Fine, Stoudt, and Futch 2005). 

 Seeing higher graduation rates for newcomers in these three Internationals schools, the 

Gates Foundation began working with the Partnership to find ways to replicate the model and 

open up new Internationals schools.  The Gates Foundation helped fund, to the tune of millions 

of dollars, the formation and running of the Internationals Network for Public Schools in 2004 as 
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a 501(c)3 nonprofit organization.  At this time the INPS replaced the more informal International 

Schools Partnership.  Flush with money, the INPS further elaborated what was becoming known 

as the “ Internationals approach,” (described later in this chapter) as well as opening and 

supporting more than a dozen Internationals schools and academies in three states in the next 

twelve years (INPS 2017b). 

 
The Well of Money  

“We just kind of kept opening schools, the money was there...” - Miss Rebekah  
 While the research was pilling up in support of small schools, in the late 1990s, there was 

little political will or financial backing for small schools.  By 2001, Bronx International had 

opened its doors as the fourth Internationals school and the political winds and funding changed 

dramatically.  Miss Rebekah, a senior administrator who was there at the time, describes the 

events in this way: 

 
And then Gates got involved in education and he decided that small schools were 
the way to go.  You can’t apply directly to the Gates organization, Gates 
foundation for a grant.  You have to be invited to apply.  So Claire [Sylvan] and a 
woman named Cici [Cecilia] Cunningham, who was the head of Middle College 
high schools, were out in California doing a presentation. Gates heard Claire 
speak, [and he] invited her to fly into Washington and talk about it.  And we were 
invited to apply for a grant.  Claire wrote, Cici came back and talked to the 
principals, … said should we apply and we said yeah sure why not.  I don’t think 
any of us had any idea what the implications were.  

 Claire Sylvan wrote a successful grant to the Bill & Melinda Gates Foundation worth 

millions of dollars.  However, they learned that the Gates Foundation only gives money to 

!51



“intermediate” non-profit organizations.  So, the staff had to quickly create a non-profit.  Miss 

Rebekah explains... 

 
We were just four schools writing a grant together and Gates doesn’t give money 
to anyone but nonprofits.  So we had to scramble to become a nonprofit.  We 
actually had to find a nonprofit to hold our money….  [It] took almost two years.  

 
 Originally, the staff tried creating a non-profit in New York City, but their application was 

repeatedly refused.  They ended up incorporating INPS in Delaware because according to Miss 

Rebekah, “it’s easier to get incorporated in Delaware.”  In 2004, with this new money, the newly 

formed Internationals Network for Public Schools began opening up schools:  The Flushing 

International High School (2004), The International High School at Prospect Heights (2004), 

International High School at Lafayette (2005), Kingsbridge International High School (2005), 

International Community High School  (2006), Pan American International High School (2007), 

Oakland International High School (2007), Pan American International High School at Monroe 

(2008), San Francisco International High School (2009), and International High School at Union 

Square (2010). 

“... and then Gates decided to withdraw.” - Miss Rebekah  
 And then the money dried up.  A few years after its creation, the newly formed 

Internationals network found itself in a precarious position. The Gates Foundation pulled its 

money from the Internationals Network for Public Schools and all other organizations working 

under Bloomberg’s Children First initiative.  Sue Desmond-Hellman, the Gates Foundation’s 

CEO explained, “We're facing the fact that it is a real struggle to make systemwide change... It is 
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really tough to create more great public schools."  The Gates Foundation commissioned a study 

(American Institutes for Research 2005) to evaluate the progress of small schools from 

2001-2004, and the results were underwhelming.  Some considered these results as preliminary 

and not well done (Greene 2013).  Miss Rebekah stated, “He thought that the small schools 

weren’t successful.  There were a couple of studies that said they weren’t doing that much better 

a job, but they were really early studies.  So he took the money away.”  Subsequent research 

have suggested more positive results from Children First reforms, such as “positive score gains 

in Mathematics, English, Science, and History, more credit accumulation, and higher graduation 

rates” as well as a “substantial increase in college enrollment.”  Students “are also less likely to 

require remediation in reading and writing when at college.” (Abdulkadiroglu, Weiwei, and 

Pathak 2013) 

 Before the Gates Foundation ceased their financial support, staff at INPS had already 

started looking for other funders, because tax rules for non-profits stipulate that non-profit 

organizations cannot get all of their money from one source.  The staff was well aware of the 

non-profit tax rules and the actions of the Gates Foundations,  and they acted within these 

changing societal structures as knowledgeable agents (Giddens 1982, 197).  From a Latourian 

perspective, the actions of these external actors translated into actions by the INPS to find new 

funders, which in turn created new connections between INPS and other funders providing INPS 

with enough money to allow the organization to continue and grow. 

 
The Internationals Approach - INPS Practices and Structures  
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  Schools and academies in the INPS subscribe to shared principles, known as the 

“Internationals Approach” or “Internationals model” of how best to help students enter the 

school system and prepare them to graduate and go to college.  The design of this approach 

began in the first Internationals schools and crystallized into a set of five “Internationals’ core 

principles”.  These core principles are (1) heterogeneity and collaboration, (2) experiential, 

project-based learning, (3) language and content integration, (4) localized autonomy and 

responsibility and, (5) one learning model for all .  The principles form the acronym HELLO.  12

Teachers and administrators at these schools and academies are expected, by the network, to 

incorporate these principles into their school structures, curricula, and lessons (INPS 2017c). 

 Miss Rebekah, a former teacher and principal at Brooklyn International, a current staff 

member of INPS, and a principal mentor at Voyager, developed a set of rubrics to make explicit 

the Internationals model and how to evaluate classrooms according to the core principles and 

published them in the document “Internationals Network for Public Schools Classroom & 

Schoolwide Rubrics” (see Appendix C).  The document states that the rubrics are to be used to 

help answer the questions, “What do good classrooms look like at an Internationals High 

School?” and “What are best practices for an Internationals High School?”  The rubric breaks 

down each of the core principles into parts.  For example, the principle of heterogeneity and 

collaboration is divided into bands of collaboration, differentiation and scaffolding, assessment 

type, and assessment purpose.  For each of these bands, the rubric gives examples of what 

curriculum and classrooms look like from Beginning (1) to Mastery (5).  For example, a 

 Each of the data chapters in this ethnography focus on one of the Internationals core principles.  Chapter 5 looks 12

at “heterogeneity and collaboration,” chapter 6 looks at “experiential, project-based learning,” chapter 7 looks at 
“language and content integration,” and chapter 8 looks at “localized autonomy and responsibility.”
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“Beginning” classroom in the band of collaboration would demonstrate that “Students are 

expected to learn individually.”  In a classroom that achieves “Mastery,” the rubrics state that 

“Instruction is primarily centered on collaborative group projects.  Groups are assigned projects 

with differentiated roles, materials, tasks, or products.  Individual and group accountability are 

built into the project” (INPS 2012). 

 
Implementation of the Model  
 The staff members of each INPS school and academy agree to implement the 

Internationals model following common instructional and school-wide rubrics.  To facilitate the 

widespread understanding and implementation of the Internationals model and to support 

teachers in teaching newly arrived ELLs, INPS hosts conferences twice a year.  These 

conferences are open to staff from all schools in the network and all are encouraged to attend.  At 

the conferences, staff from internationals schools can attend workshops on topics related to 

implementing the Internationals model in classrooms.  The INPS designed a set of professional 

workshops to introduce teachers new to the model to the core principles.  For instance, there is a 

workshop designed to teach the principle of heterogeneity is titled “Great Minds Think 

Differently:  Leveraging the Benefits and Addressing the Challenges of a Heterogeneous ELL 

Classroom.”  The conferences provided staff a common set of best practices as well as time to 

network and informally share experiences and practices (INPS 2017f).  I had attended four of 

these conferences previous to beginning the ethnography and I attended the two conferences 

during the ethnography which I documented through fieldnotes. 
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 Another way the Internationals Network supports the implementation of the 

Internationals model in network schools is by organizing “intervisitations.”  While each school is 

expected to follow the Internationals approach, schools are also given autonomy for how they 

implement the model.  In this sense, schools in the INPS can be seen as laboratories trying out 

practices and then sharing those practices they saw as the most effective when teaching ELLs.  

The intervisitation system allowed for schools to share these best practices.  The intervisitation 

process begins when INPS or school staff identify a best practice at a school.  This school would 

host an intervisitation where staff at other INPS schools were invited to come.  Intervisitations 

may center around the core principles, such as how to encourage collaboration.  Intervisitations 

were also for sharing practices that may not be a part of the model, but which are are compatible 

with the model.  Throughout the year there were more than a half a dozen of these scheduled 

intervisitations organized by INPS. 

 
Internationals Students  

 The Internationals Network had a set of criteria for selecting students.  Students had to be 

foreign-born adolescents with home languages other than English and with less than four years 

of attendance in the US.  Due to their student selection criteria, the Internationals schools are a 

good place to study the experiences of newcomers in US schools. 

 Low income was not an explicit criteria for student selection, but the students do tend to 

be from low-income families.  All INPS schools were classified as Title 1 schools by the 

government.  Title 1 status is conferred when over 40% of the student families met government 
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definitions of being in or near poverty (USDE 2016).  In fact, for Voyager and most of the INPS 

schools, 100% of the student families met the government eligibility guidelines for free lunch.  

At the time of this ethnography, 2013-2014, the guidelines for free lunch were 130% of the 

poverty level, which was the equivalent of an annual household income of $30,615 for a family 

of four (USDA 2013).  Information on a student’s family income was collected by the school 

through parent questionnaires at the beginning of the year which asked for, among other things, 

the household income and number of people residing in the household. 

 
Voyager - The Internationals Approach in Practice  

  Children who entered Voyager were taken from the neighborhoods within a mile or so of 

the school , and little selection was done other than following the INPS enrollment guidelines.  13

As such, the Voyager student body represented the immigration patterns occurring in the south 

Bronx at the time.  There are students from 26 different countries at Voyager.  As Table 1 shows, 

the majority of the students came from the Dominican Republic and other Spanish-speaking 

countries. That meant Spanish was the most widely shared language among students.  There 

were smaller groups of students from West Africa, Bangladesh, and Yemen, they spoke a range 

of languages, including French, English, Soninke, Fulani, Twi, Bengali, and Arabic.  In addition, 

one student came from France and another from Indonesia.  Most students had spent their whole 

lives in their home country.  However, a small group of Voyager students were born in the United 

States. 

 

 This is not true of all Internationals schools where some students travel great distances to get to their schools.13
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Table 1:  Student Body of Voyager by Country of Origin and Home Language 

 
History of the Building  
 At the time of my fieldwork, Voyager shared space with six other schools in a four-story 

building, which was three north-south small blocks long and one east-west long block wide. 

Previously, the building was completely occupied by a single comprehensive high school;  due to 

its poor graduation rate and as a part of the small schools movement, the school had been shut 

down by Mayor Bloomberg’s administration and replaced with small schools.  The building had 

a library, several gyms, an outside field, a large cafeteria, and an auditorium.  Voyager was 

located on the top floor with three other schools.  One of these schools was also being phased out 

for poor graduation rates, and a single senior class of students was left.  The idea was that 

Geographic Region Countries/Territories 
(number of students)

Percent of 
Student Body Home Language

Central and 
South America

Dominican 
Republic Dominican Republic (111) 57%

71% Spanish
Other than DR

Puerto Rico (11), Honduras 
(8), Colombia (2), Ecuador 

(2), Bolivia (1), 
El Salvador (1) and Mexico 

(1)

14%

Africa

Guinea (7), Mali (6), Togo 
(6), Gambia (4),  Ivory 

Coast (2), Sierra Leon (2), 
Senegal (2), Burkina Faso 

(1), Burundi (1), and Ghana 
(1), 

Unknown (3)

18%
French, English, 
Soninke, Fulani, 

and Twi

Asia Bangladesh (12) and 
Indonesia (1) 7% Bengali and 

Indonesian

Middle East Yemen (4) and Iraq (2) 4% Arabic
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Voyager would take over its classrooms and administrative spaces as it expanded over the 

following three years. 

 The gyms were both on the fourth floor with the rest of the classrooms, but the lockers 

and changing rooms for the gym class were on the second floor.  Each teacher had his or her own 

classroom, except for gym and health.  Health classes were held in classrooms.  Gym class was 

held outside when the weather is warm and then moved to the inside gyms when the weather got 

colder.  There were girl’s and boy’s bathrooms for students use at the school.  On the first floor, 

there was a clinic for students. 

 
Second Year - Challenges and Growth  
 At the time of my study, Voyager was in its second year.  In this second year, all 

dimensions of the school doubled, including the number of courses offered, the number of 

teachers and staff, and the number of students.  The principal expressed that the “sheer growth 

can be difficult to manage” and required “a heightened level of flexibility among staff.”   She 

foresaw “a little stability” and “a level of institutional memory” taking about “three or four 

years” to develop.  She imagined that when they have their first graduating class that it will be 

“something so tangible for students to look toward, for the teacher to point to and say, ‘This is 

what you’re working for.” 

 She also saw ways in which the school was improving.  In the second year, she noticed a 

“growth in collaboration amongst students as well as collaboration amongst adults.”  Teachers, 

she said, “were also able to have much more defined peer collaboration in the disciplines.  

Instead of just being a department of one, we are now a department of two.  And that may seem, 
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you know, small in comparison to the schools that have 20 ESL teachers or 25 science teachers, 

but you allow for that thought process to happen.”  For students, the collaboration took the form 

of tenth-grade students becoming “peer models” for incoming 9th graders, per the INPS model. 

 The principal also described, in the se cond year, students taking on “more active 14

leadership roles.”  She saw this in the way that students “would accompany other students to the 

office” to help translate or advocate for each other.  Students were also speaking up for 

themselves to teachers and administration.  She saw this as evidence of “comfort that we want to 

aim for here with our students.  That they are able to take these risks, linguistic risks, social risks, 

academic risks.” 

 
A Shared Mission with Other Internationals Schools  
 Being a member of the INPS, influenced the running of the school in many ways.  At the 

time of the creation of Voyager High School, there were already 15 schools that belonged to 

INPS.  Since the opening of the first school, LaGuardia Community College, in 1985, INPS has 

developed documents and professional development modules which define a philosophy of 

pedagogy for emerging bilingual students which is based on current research of English 

Language Learners (ELLs).  Voyager’s school structures and conversations were informed by 

these documents, and professional development workshops from the INPS.  Teachers were 

expected to attend professional workshops run by INPS and align their teaching to principles as 

defined in INPS documents and shared in these workshops.   INPS also encouraged teachers and 

other staff to organize intervisitations between schools to share best practices.  To help new 

!  For a demographic description of the staff at Voyager see Appendix A.14
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administrators align their school to the INPS model, new principals were provided with INPS 

principal mentors in the first years. 

 The principal saw a great benefit of Voyager being in the INPS network of schools.  She 

appreciated that the schools share a “mission” to give “the best education, best academic, social-

emotional, linguistical [sic] supports to newly arrived English Language Learners.”  She saw this 

foundation as important to “make them successful...contributors to the greater society.”  She 

clarified that the mission is to “take in children who are admitted to the country, who are 

immigrants, who are learning English and we know they can succeed.” 

 She described this focus of Voyager and other Internationals schools as being one that is 

“assets-based.”  From this perspective, “students enter with strengths versus this deficit where I 

have to fill them with information, I have to fill them with the English language.”  By being in a 

network that shared the same philosophy toward newcomer education she felt “supported by this 

greater Internationals community.” 

 
A Walk Down Voyager’s Hallways 

 
 The hallways were decorated to inform, encourage, and celebrate students and their work.  

The school hired a graphic designer to create a logo for the school and design professional 

looking signs throughout the hallways.  These signs incorporated the school logo and color 

palette.  Many of the signs appealed to the Voyager’s students roots.  One prominent sign said, 

“Welcome: Voyager International High School” with translations into six other languages.  The 

sign for the “Main Office” was translated into seven other languages.  Another sign proclaimed, 

“I Speak...” with translations of “I speak [language]” in six languages.   The sign outside the 
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“Student Support Office” had a graphic of “Social & Emotional Learning” with the question “Do 

you need someone to talk to?  We are here for you!” with translations into four other languages 

and room numbers for the two school social workers.  28 flags hung from the ceiling, 

representing the home countries of the students as well as the United States. 

 There were displays organized around school values.  The titles of the displays were “We 

Value Experiential Learning,” “We Value Empathy,” “We Value Community,” “We Value 

Language Acquisition,” “We Value Collaboration,” and “We Value Arts Education.”  These glass 

displays were filled with pictures of Voyager students exemplifying these values through the 

actions in the photos from the previous year. 

  Some signs were informative.  One sign had the daily class schedule for each of the 

classes in Team 1 and another, the academic calendar for the 2013-2014 year with a list of 

holidays and end of marking period dates.  Another sign listed 29 after-school programs offered 

at Voyager, the room they met in, and the adult in charge.  There were language-, religion-, and 

regional-based groups such as “Muslim Youth New York City” (MYNYC), the “French 

Language Program,” the “Latino Club,” the “Arabic Club,” and “Conversational English.”  Other 

clubs on the list were for academic activities such as “Homework Help,” the “Math Team,” the 

“Theater Club,” and “Art Talks”  There were also “Chorus,” “Drumming,” “Dance Team,” 

“Student Government,” “Geocaching,” “Chess Club,” “Sadie Nash Leadership Program,” and 

“Photography Club.”  Another sign invited students to audition for an end of the year “Arts & 

Cultural Showcase.”  One display gave dates for the “Parent Association” meetings and listed the 

members.  It also included information on free ESL classes offered to parents in the library of the 

school. 
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 Some signs recognized academic achievement and “perfect attendance.”  Under the title, 

“We Value High Expectations” were signs for each marking period with a list of students in the 

“Principal’s Honor Roll (93-100% GPA” and “Honor Roll (84%-92%) GPA”.  There were also 

signs showing lists of students from each team for “Perfect Attendance” for each marking period.  

Another sign with the title “Students of the Month 2012-2013”, listed students from the previous 

year in the months of January, February, and March that were given the titles “Outstanding 

Work” and “Most Improved” for the five academic classes that year as well as a Male and 

Female Citizenship award.  There were other glass displays that include student class work and 

pictures of students.  There were displays of “Visual Art,” “Dance,” “Student Government,” 

“Photography Club,” “Artists,” history, and math. 

 
Organizing Students and Staff and Scheduling Time  

The Academic Year  
 The time frame of this ethnography coincided with the 2013-2014 academic year for 

Voyager.  The school year began September 3, 2013 for teachers.  Teachers and administration 

came to the school September 3 and 4th, ahead of the arrival of students, to prepare for the 

students.  Students arrived for the first day of classes on September 9th.  The last day of classes 

for students and teachers was June 26th, 2014. 

 
Putting Students into Classes and Teams  

 As the table below shows, during its first year, the 2012-2013 academic year, Voyager 

hired teachers for the following courses:  drama, English, global studies, gym, math, and science.  
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At this time all enrolled students were in 9th grade.  The school divided the students into four 

classes of equal numbers of students.  Each class of students traveled together and took the same 

classes at the same time, with the intention of creating student cohorts. 

 
Table 2:  Student Body in First Two Years of Voyager 

 
 On the first day of the 2013-2014 school year, the 9th graders from the first year became 

10th graders, and a new group of 9th graders was added.  The administration divided the student 

body and the teachers into two teams.   Each team had an equal number of 9th and 10th graders 

and effort was made to distribute students evenly across teams as far as home country and 

gender.  The teachers on team 1 named it Team Inspiring and those on team 2 named theirs Team 

Pioneering.  The administration then divided each team into four classes of students with an 

equal number of students in each class.  These classes were groups of students who were 

assigned the same schedule and so traveled together throughout the day.  Students with IEPs  15

Year Number of 
Students

Number of 
Teams

Grade Level 
of Students

Subject Courses Offered

2012 - 
2013

95 1 9th
Drama, English, Global 
Studies, Gym, Math, and 

Science

2013 - 
2014

195

2 
(Team Inspiring 

& Team 
Pioneering)

9th and 10th
Art, Drama, English, Global 
Studies, Gym, Health, Math, 

and Science

!  As required by the Individuals with Disabilities Education Improvement Act of 2004 (IDEA) public schools in 15
the United States, including those in the New York City Department of Education, develop Individualized Education 
Programs or IEPs for students who are eligible for special education services.  The IEP describes the individualized 
services mandated for this student (IDEA 2004).
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were all placed in class E on Team Pioneering and a teacher certified in Special Education was 

assigned to this class to work alongside the appointed subject teacher in certain classes such as 

English. 

Table 3:  Student Distribution onto Two Teams in 2013-14 School Year 

 
 The two teams were housed in two ends of a hallway separated by four rooms:  two 

counselor/social worker rooms, one dean room, two classrooms from the outgoing school.  Team 

Inspiring was located at the south end by the Library, the staff room, and the principal’s office.  

Team Pioneering was located at the north end with the assistant principal’s office. 

 The team structure facilitated teacher collaboration in two fundamental ways.  First, 

because all but the art and drama teachers had a fellow teacher on the other team that teaches the 

same subject they were able to work together to develop lessons and curricula.  Second, by 

having classes of students that traveled together, teachers could discuss and target interventions 

for classes.  Teachers treated each class as a social entity with a set of characteristics.  For 

2013-2014 
Team

Number of 
Students

Team Was 
Divided into 

These Classes

Subject 
Courses Taken

Grades 
Served

Location on 
Floor

Inspiring 97 A, B, C, D

Drama, English, 
Global Studies, 
Gym, Health, 

Math, and 
Science

9th and 10th South

Pioneering 98

E (class 
serving 

students with 
IEPs), F, G, H

Art, English, 
Global Studies, 
Gym, Health, 

Math, and 
Science

9th & 10th North
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example, teachers identified certain classes as “hard-working,” “sweet,” etc.  Teachers talked 

about classes and shared ideas on grouping within a class and, in some cases, agreed to move 

students from one class to another to facilitate student learning. 

 
The School Day  

 There was a large, ornate entrance on the north side of the building.  However, students 

entered the school through a side entrance on the east side where metal detectors were set up to 

scan them.   Students were not required to wear a uniform.  Students came dressed in jeans and 

shirts.  On rare occasions, such as celebrations, students wore clothes from their country.  

Students stood in line and passed their bags through a detector machine and walked through a 

metal detector.  This left them in the cafeteria on the first floor.   Students that arrived early 

enough got a free breakfast and sat in the cafeteria.  Students then walked up three flights of 

stairs to their classes at Voyager.  Students were not allowed on the elevator unless they had a 

recognized medical problem and obtained an elevator pass. 

 Only students were allowed through the metal detectors.  I discovered this as I was 

shadowing a student.  I was told to use the teacher’s entrance on the west side of the building.  

The teacher’s entrance had security guards, but no metal detectors.  After using the teacher’s 

entrance for a day or two, they began to recognize me and would wave me through as if I was a 

teacher. 

 Their academic day started with a short class called Small Group Instruction (SGI).  Here 

students went to an assigned teacher’s room for academic help.  Students then had two one-hour 

academic classes.  Each class was separated by a 5-minute passing period.  After these two 

!66



classes, students walked down three flights to the cafeteria for lunch.  The lunch period lasted 40 

minutes.  Mr. Kalidou, the Assistant Principal, and school safety agents monitored students 

during lunch.  Most students ate the school lunch, and few students brought their own lunch. 

 Students then walked up three flights of stairs to attend an advisory class, also known as 

“College and Career Readiness” or CCR, for 40 minutes.  In CCR, students met in same-gender 

groups with a same-gender teacher.  This class was meant to be a community building experience 

where teachers could build socio-emotional needs of the students, give announcements, and host 

visits from the social worker.  Students were organized heterogeneously by language and country 

into advisory groups.  Advisory groups were smaller than class groups of about 12-15 students.  

Here teachers gave general school announcements, organized activities to build team spirit, and 

invited social workers (or interns) to come and speak.  After advisory, students attended three 

more academic classes.  On Fridays, students had the same schedule except they had no advisory 

class.   

 Most students went home after school, but some stayed to talk with teachers, hung out 

with other students, or attended sports or clubs.  On some Saturdays, especially at the end of the 

year, teachers and student came in for students to work on homework, projects, or prepared for 

Regents exams.  At least a quarter of the student body came to these Saturday sessions. 

 
Social-Emotional Support at Voyager 

 
Principal’s Commitment to Supporting Students’ Social and Emotional Needs  

 For the principal, one of the early success of the schools was the “social-emotional 

supports for our students.”  For her, the idea that every student had to be known by at least one 

!67



adult in the building was a “minimal threshold.”  Teachers working on interdisciplinary teams 

allowed them to collaborate and follow 80-100 students.  This structure “allows for more 

meaningful relationships both with the student as well as with their families.”  She saw 

Voyager’s “high attendance rates,” ”low number of physical altercations,” and a general 

“collaborative school culture” as evidence of the integration of “social-emotional supports inside 

and outside the classroom.”  Another structure she saw as providing emotional supports is the 

restorative circles program, a sort of group counseling that provides a structured atmosphere for 

airing and resolving disagreements.  The principal sent four staff members to be “fully trained” 

in the methodology during the winter of 2013-2014.  She hoped to expand the program having 

“staff training staff on site as well as staff participating in the form of circles training.” 

 She described different measures for success of the school.  On the one hand, there were 

Regents exam pass rates.  However, Voyager had not “given the Regents to a critical mass” of 

students.  For her, other metrics such as participation in “events like Close Up ,” “going on 16

Summer internships,” and “looking for higher ed opportunities in the summertime” are also 

important to consider.  For her “above all of that” Regents exam statistics, which, for her, 

represent “linguistic command, growing academic command,” her idea of success is “creating a 

community... of learners, both students, and adults.” 

 
Parent Outreach  
 The staff at Voyager made efforts to connect with the families of the students.  Some of 

these efforts were a part of the general policies of the New York City Department of Education.  

For instance, the school held two sets of parent-teacher conferences, one in the middle of each 

 An after-school program.16
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semester, during the academic year.  These conferences were held on a Thursday night and a 

Friday afternoon to give multiple opportunities for families with different schedules to attend.  In 

these conferences, teachers spoke with families individually and hand out report cards.  The 

school offered the parents.  The DOE also mandated the creation of a parent-teacher association.  

This group met once a month in the library. 

 In addition to these department mandated events, the school also engaged parents by 

offering services.  Twice a week, the school offered free ESL classes for “adults at Voyager” 

which met for an hour and a half.  Also, one of the interns working with Miss Alexis organized, 

with her help, a “Taft Campus Parent & Family Fair” to connect families with health services in 

the area.  For four hours on a Friday afternoon, eleven organizations, companies, and clinics set 

up tables in the gym presenting parents and family members with health information and 

services. 

 Students and families were given opportunities to engage in discussions with school staff 

and participated in school celebrations.  In the Spring, the school organized a “Voyager School 

Climate Roundtable” on a Monday afternoon to elicit thoughts from students, parents, staff 

members, and school safety agents the issues of “creating a positive learning environment,” 

“school rules,” “school safety,” and “community expectations.”  Parents were also invited to 

attend celebrations such as the Winter and Spring Arts and Culture Showcases, Thanksgiving 

potluck, sports games, and roundtable presentations. 

 
Developing Systems  
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 As a second-year school, Voyager was still developing its systems and goals.  Systems 

that had already crystallized were:  the team structure, the schedule, the advisory program (as 

described above), after-school offerings, and roundtables.   Some teachers expressed that the staff 

at Voyager had not yet reached a consensus on behavioral norms for students and systems of 

discipline.  The apparent lack of certain consistent systems caused some confusion and 

frustration in the students and staff.  Some staff mentioned that any issue that arose was new and 

had to be discussed and dealt with instead of having an institutional memory for how to do this. 

 
After School Activities 
 
 Voyager offered many activities for students outside of school hours.  The school 

organized 33 weeks of activities beginning October 1st and going until the end of the school 

year.  Some clubs and after-school programs lasted only a few months, but others lasted the full 

year.  Every day, students came in early, stayed late, and attended optional Saturday sessions at 

the school.  The school organized both academic tutoring sessions as well as a diverse set of 

enrichment activities in the form of clubs and after-school programs. 

 
Tutoring  
 To provide spaces for students to do classwork and homework and to get academic 

assistance, teachers organized themselves so that each day of the week, as well as Saturday, 

students had one or more teachers that they could go to for academic help before and after 

school.  Students used this time to get tutoring help from one or more teachers, work on 

classwork or homework, help each other academically, and socialize.   Students and teachers 

worked together to provide academic, language, emotional, and social support. 
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Enrichment Clubs and Sports  
 In addition to providing these tutoring spaces, the school also offered clubs and after-

school programs.  Some of these clubs and programs were run by individual teachers interested 

in a particular topic.  These clubs included Theatre Arts, Geocaching, Arabic, Photography, Math 

Team, Conversational English, Art Talks, Student Government, Chess Club, and Latino Club.  

Outside organizations also run after-school programs.  These included a Muslim club run by a 

teacher and Muslim Youth NYC (MY NYC), a French club run by French Heritage Language 

Program, a Dance program by Achieve Now, Drumming and Chorus clubs run by Revolución 

Latina and a Sadie Nash leadership program.  As each school was too small to support a sports 

team, a single sports team was organized for all campus schools in the building.  Sports offerings 

included girl’s wrestling, soccer, baseball, and basketball. 

 
Celebrations and Assemblies  
 The school held a celebration at the end of each semester called the Winter and Spring 

Arts and Cultural Showcases.  Students were encouraged to try out to perform as an individual or 

team.  Misses Yajaira and Alexis organized the showcases and vetted the acts, and choose around 

five.  The showcases were organized into the school schedule so that all students could 

participate and attend.  In the Spring showcase, all the “talent showcases” were students singing 

popular music.  The drumming club, the photography club, theatre arts club, and dance club also 

presented. 

 In the spring, the math department held an Internationals Math Olympiad.  The two math 

teachers, Misses Madison and Marlene, with the help of student government, organized this day-
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long event in Voyager’s library during the school day.  Teams from ten other Internationals 

schools attended.  Members of student government acted as hosts during the event.  Students 

from each team were given a written team test and then competed in individual “buzzer rounds.”  

The judges scored the tests, and then Miss Madison officiated the awards ceremony. 

 
 

Conclusion  
 In this chapter, we have seen how the current wave of immigration in the United States 

set the stage for the development of the Internationals approach by the International High School 

at Laguardia Community College in 1985.  The perceived success of this model in terms of 

increased graduation rates for newcomer students at Laguardia as well as its two sister schools in 

the 1990s, lead to (1) a team of researchers at the CUNY Graduate Center to study its graduation 

rates and produce positive findings, (2) the creation of the nonprofit Internationals Network for 

Public Schools in 2004 with millions of dollars from the Gates foundation, and (3) the opening 

of 17 subsequent Internationals schools and academies in New York City, San Francisco, and 

Virginia.   This expansion was supported by New York City’s mayor Michael Bloomberg’s 

“Children First” initiative and funded by the Gates Foundation.  The students attending Voyager 

represent the current immigration patterns of the neighborhoods where it is situated and thus are 

mostly poor and come from at least 26 different countries, speaking at least ten different 

languages.   

 In the next chapter, we will follow students from their first encounter with Voyager.  We 

will see that a common first fear was will they make friends which explains how one of the first 
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actions they took was to associate with one of the social groups.  We will look at the criteria 

students used to form social groups and the spaces where the social grouping was the most 

evident.  We will explore how the unequal demographics of the school influenced the extent to 

which they formed friendships across social groups.  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Chapter V - SHAPING STUDENTS SOCIALLY - MAKING GOULASH  
“The shortages of the melting pot and salad bowl paradigms can be 
expressed in the following summarizing parables: In the case of the melting 
pot the aim is that all cultures become reflected in one common culture, 
however this is generally the culture of the dominant group - I thought this 
was mixed vegetable soup but I can only taste tomato. In the case of the 
salad bowl, cultural groups should exist separately and maintain their 
practices and institutions, however, ‘Where is the dressing to cover it all?’ 
Hopefully the solution may be offered by the concept of the ethnic stew 
where all the ingredients are mixed in a sort of pan-Hungarian goulash 
where the pieces of different kinds of meat still keep their solid structure.” - 
Laubeová (2000)  
“In the first period, when we came to this school we didn’t know really each 
other.  We were racism to each other.  We just sit with black people and 
Spanish people.  Like racism between students and so when we start getting 
to know each other, we really like each other.  We stay together, we help 
each other, we work together.” - Fatou, a 10th grader  
 
“I could safely say I had never been at a school where the different cultures 
are doing such an effort to get to know the other.  For me, it’s one of the 
things that makes me proud about working here.” - Voyager administrator  

 
Introduction  

 One of the central American dilemmas of education of foreign-born students is how to 

integrate diverse national and ethnic groups into a larger whole.  I argue in this chapter that, 

rather than creating a homogenous student body as dictated by a “melting pot” approach, or even 

a “salad bowl” where students maintain their distinct identity, Voyager took an “ethnic stew” 

approach to socially integrating its students.  At Voyager we see a compromise between group 

distinctiveness and homogeneity.  This compromise was reached through student push back and 

acquiescence to Internationals structures such as “heterogenous grouping”.  The compromise 
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reached by the students and staff met somewhere on the spectrum between uniformity and 

diversity. 

 I begin this chapter with the forces playing into student associations.  One of the first 

social decisions student made upon arriving at Voyager, which had far-reaching implications:  

who they chose to associate with and make friends with.  I then describe how teachers 

implemented the “heterogenous grouping” policy of Internationals and what students did in the 

face of this implementation.   

 
First Day Jitters - Will I make friends?  

 Making the move from their home countries to the United States was a major event for 

students at Voyager.   The time between when they heard they were moving to the United States 

and their arrival was filled with many emotions and imaginings.  One common apprehension that 

students mention was the feeling of anxiety about going to a place where they did not know 

anyone.  They were worried that they would not make friends and wondered how they would fit 

in.  Similarly, parents stated the desire for their children to be in a school where they felt some 

familiarity.  Parents expressed relief when staff members told them that there were other students 

from the same background and who spoke the same language.  For families and students, it was 

important to be socially welcomed into the school. 

 Students expressed ambivalence about going to school in the United States.  They 

expressed hope that the school would offer them the opportunity to learn English and a better 

education, which they believed would lead to opportunities not available in schools from their 

country.  However, many students expressed worries and fears as well.  Yesenia described a 
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common fear among students when she worried that she might suffer and might not make 

friends.   Students wanted to know if there would be people from their country and those who 

spoke their language at the school.  Students described being apprehensive about attending 

school in a foreign language.  A few students already had family members at the school.  For 

these students, having a cousin or a sibling at the school helped ease the anxiety of attending a 

new school.  To describe her experience adapting to her new life at Voyager, Fatou used the 

metaphor of being thrown into an ocean and not knowing how to swim.  Other students 

described their transition to a new school as having to start over from zero. 

 Miss Yajaira, the parent coordinator, noticed that, for parents, it was important that their 

children would have people they could talk to at the school.  She related the following 

conversations during a new-parent orientation. 

Even students that come in like for instance, we had orientation on Monday for 
our new coming students that are coming in September.  And, you know, the first 
question, you know, the students ask is like ‘So, are there kids in this school that 
speak French?’ You know, like, they already want to know who, that they're going 
to have someone that they can connect with even if it is just based on language.  
They don't have to be from the same country, but I want to know that there is 
someone I know I can even communicate with.  Now even the same thing with 
Spanish:  ‘So, are there a lot of Spanish speakers here?  Do I have...’   Like, that's 
the first thing they want to know.  So, that is the initial connection students make. 

 
In this case, the primary category of connection between students was home language.  Parents 

wanted their children to have other students with whom they could communicate fluently even if 

the primary language of the school and its instruction was English. 

 
First Arrival - Finding friends and making sense of Voyager  
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“For me, the US is difficult because I had to start my life from scratch.  
My life was over.  Coming here, would I suffer, would I have friends?  
I worried about that a lot.” - Yesenia  

 The students had to interact with 200 peers in the school and then subsets of these in their 

teams and classes.  These peers were chosen for them through enrollment policies and 

immigration patterns.  As the assistant principal said, “We’re just taking whatever comes to our 

door.”  One of a student’s first acts in response to the school was where to sit during lunch in the 

cafeteria.  The simple act of deciding where to sit in the cafeteria, and the developing 

associations and friendships that follow, have implications that play out over time.   

Despite having worries about making friends or fitting in, many students eventually found others 

with their same background and who spoke their language.  For some students, this was much 

easier than others.  Country or region of origin played a major role in this transition.  Finding a 

group of friends was easiest for those from the Dominican Republic and Central and South 

America, who were in the majority at the school.  In each class, each table of students had other 

Spanish-speaking students with similar backgrounds to connect with.  Yesenia, a 9th-grade girl 

from the Dominican Republic, is a representative example.  She knew no one at Voyager before 

coming, but within hours, had become friends with two other 9th grade girls from the Dominican 

Republic, Maria and Ramifer.  They were all in the same class.  Their friendship developed 

quickly and remained strong.  They described having so much in common, and they acted as 

both social and academic supports for each other throughout the year.   

 For the students in the minority language groups, this process was more difficult.  

Neelima, a Bengali 10th grade girl, describes how in her class there were only two Bengali girls. 

Teachers, using the INPS policy of seating students “heterogeneously” by home country, never 
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sat them together.   Neelima just had the chance to talk with her during lunch, which limited the 

time necessary to build a relationship.   As we saw with Fatoumata in snapshot 3 from the 

Introduction, some African students also struggled to connect with others and when first arriving 

were visibly lonely, isolated, and miserable.  A few African and Bengali students, especially 

among the new 9th-grade students, had relatives or friends already at the school.  Their transition 

to the school was much smoother.  Being in a group and making friends was an essential lifeline 

for students.  One of a student’s first actions in school was to begin creating friendships and 

joining groups.  These groups acted as supports during this challenging time of entry into the 

school when much was unfamiliar. 

 When thinking about their first days at Voyager, many students expressed being surprised 

at finding that their peers were not native English speakers.  Neelima revealed that, “before I just 

think everyone talking, speaking English...everyones.  I thought it was for only English peoples.  

I never think that Spanish people in the school.  I never have any idea for them.”  Students also 

expressed the wish to have peers that were native English speakers.  Esso, a 10th-grade boy from 

Togo, said, “I thought everyone would know English.  I wish everyone knew English, so I could 

practice more my English.” 

 
Student Created Groupings - Where will I sit in the cafeteria?  

 In many studies based in schools, anthropologists and sociologists have seen student self-

grouping patterns that are based on class (Lynd and Lynd 1929; Hollingshead 1949; Warner 

1959; Varenne 1982; Eckert 1989; Bettie 2003), race (Schofield 1981; St. John and Lewis 1995; 

Moody 2001; Tatum 2017), and gender (Eder and Hallinan 1978; Schofield 1981; Lockheed and 
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Harris 1984; Thorne 1992; Bettie 2003).  But few, if any, ethnographies have been written about 

schools which have a 100% newcomer population representing the current demographics of 

newcomer adolescents in the United States.  The INPS group of schools provides a good setting 

to study how these students group themselves when placed in a school setting. 

 Peer groups matter, because they shape how students identify and the sense of belonging 

they develop at school; they may also shape the attitudes students have to people who differ by 

race, class, gender, sexuality, and other characteristics.  But scholars have long argued about how 

students choose friends.  Homans claims that the more frequently people interact, the stronger 

their friendships (1950).  “Balance theory” proposes that when students group themselves 

informally, they choose friends that are more similar (Heider 1958; Newcomb 1961).  As 

mentioned above, the criteria researchers have found that people use when assessing how similar 

they are is often class, race, and gender.  Freeman calls the extent to which people associate with 

members of their own class “friendship segregation” (1972, 414).  Schofield distinguishes 

between “smooth associations” and “friendships” which she considers a “deeper form of mutual 

relatedness.” (1981, 83)  Schofield describes the work performed by students in an integrated 

elementary school in placing themselves in groups and how this shapes their identity and their 

treatment of others: 

Because contact is so new and race is treated as an illegitimate identity element by 
most of Wexler’s staff, the students must discover for themselves the meaning of 
the black and white identities of which they are so aware and formulate rules that 
lead to tolerably smooth interactions.  This is not an easy task…. Children 
struggle to deal with the problem of constructing social identities for the 
categories “black” and ”white” and to discover how they should act toward 
members of the outgroup. (1981, 84)  
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In an Internationals school, filled with students from diverse backgrounds, how do 

students organize peer groups, and what are some of the mplications of those patterns of 

interactions?  Springboarding off of these articles, I argue in this chapter that students at Voyager, 

preferred to form groups with students who spoke the same home language;  however, this was 

much harder for students from minoritized language backgrounds.  The chapter will explore the 

criteria students use to compare themselves to others. 

 Students spent most of their time in school in classrooms with lessons organized by 

teachers.  In these classrooms, students sat at tables in groups of three to six students.  In most 

cases, teachers assigned students to a table, and so students did not have the choice of who to sit 

with.  In contrast to the classroom, there were informal spaces where students could choose with 

whom they would sit or stand.  These informal spaces included the hallways during the passing 

period, in the library and classrooms before school and after school, in the cafeteria during lunch, 

in a bus during school trips, in the gym when all members of a team had class together. 

 The cafeteria, as the parent coordinator noted, was one of the best places to see student 

self-grouping.  Here students had the freedom to sit where and with whom they preferred during 

the 40 minute lunch period.  Here was one of few places where the school did not dictate where 

students should be or who they should sit with.  Here they had freedom of movement and the 

chance to socialize.  Many students, when asked what their favorite class was, said “lunch.”  It 

was in informal spaces like the cafeteria that student-formed groups are particularly noticeable. 

 
Student Grouping Patterns in the Cafeteria  
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 Spaces such as the cafeteria in a school are “externally imposed in one instance, partially 

self-designed in the other” (Nespor 1997, 94).  In Figure 2, we see how Voyager students self-

organized.  The primary salient criteria that students use to determine who is most similar to 

themselves are largely geographical region of origin and language.  Figure 2 is a snapshot of the 

distribution of students in the cafeteria at a particular moment in time late in the year.  However, 

the distribution of students was fairly static throughout the year, so it is a good representation of 

an average day.  The static image belies the motion of students moving seats, getting up and 

getting in line to pick up lunch, going over to talk to other students, but it helps us understand the 

distribution in general, on average, and as such, the distribution was relatively stable throughout 

the year. 

 At first glance, we can see the how the Spanish speakers (in orange) are the dominant 

group by numbers.  The Spanish speakers are distributed mostly in the back and the far right 

wall.  Note, that the entrance to the cafeteria is at the top left.  The cafeteria is a “liminal” space 

in that it is a place in which “the state of being on a threshold in space or time; a place where 

many social meanings congregate.” (Holman and Harmon 1992, 266).  Being at the back of the 

cafeteria and farthest from the entrance, if the cafeteria were a school bus, the Dominican 

students would be at the back of the bus.    

 In her article “Girls, Power, and Position on the School Bus,” Jewett explains the “salient 

landscapes of power, themselves saturated with fusing arrangements of race, social class, gender, 

and age” involved in choosing a seat on the school bus (2005, 40).  She describes how 

passengers chose seats considering “notions of safety, danger, gender, and race.” (42)  The back 

held “social status” and was populated with “backseat bad-asses” who were those “marginalized” 
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in school and exhibited “loud” and “tough” attitudes (44).  The Dominican students at the back 

of the cafeteria fit a similar pattern.  These students, despite being the majority in the school, 

were also, in certain respects, marginalized.  They acted “tough” and were loud.  They used 

rough language and curses in Spanish.  They used less English in the cafeteria and the classroom 

setting than students who spoke other languages.  Notably, Spanish-speaking students were less 

academically successful as measured by grades than were students who spoke other languages. 

!82



!  

Figure 2:  Student grouping in the cafeteria
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 The Spanish-speaking students framed social interactions in the cafeteria and took up the 

largest amount of space. The Africans (in green) grouped together in the center, with the Spanish 

speakers around.  A small group of Bengali (in yellow) and Arabic (in blue) students sat to the 

left of the Africans closer to the entrance.   

 The Spanish speakers were the largest group at the school making up almost three-

quarters of the total student body.  Most Spanish speakers (four-fifths) were from the Dominican 

Republic.   However, the Honduran students were usually seated all at one table (17) at the 

periphery.  They generally waited for other Honduran students before going down to the 

cafeteria.  Honduran students on different teams would find each other before going down to the 

cafeteria; the school-based team structure was not enough to separate them.  A boy with one 

Mexican parent and one Dominican parent stayed near the Honduran table.  There was a group of 

Dominican boys at the back of the cafeteria and a few tables of quiet Dominican girls nearby. 

 The next largest group were the Africans, who made up a fifth of the total student 

population.  Most of the African students came from Francophone countries and spoke French.  

There were, however, a small number of Africans from English-speaking countries, such as 

Gambia and Ghana.  These students still identified and were identified as being in the African 

group.  However, they were more likely to cross boundaries and hang out with members of other 

groups. 

 The African students sat toward the front of the cafeteria in the four middle tables.  They 

were at the center of the action.  Students were segregated by gender.  Fatoumata (from snapshot 

3 of the Introduction) sat at a table fully integrated into the African girls’ group. African students 
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mostly grouped themselves by country.  However, most notably, the one English speaking girl 

from Ghana was not seated with the other girls.  She stood apart, but close to the table. 

 The two smallest groups were the Bengalis and the Arabic speakers.  These two groups 

comprised about a tenth of the student body together.  A single girl, Aanjay, was from Indonesia.  

She did not fit into any of the groups described and made friends across the other groups.  From 

Figure 2, we see that the Bengali girls and boys were segregated at different tables.  The two 

Bengali girls were sitting in the front of the cafeteria with Dominican and Puerto Rican boys and 

girls.  The Bengali boys took up a table toward the middle.  Three Yemeni boys sat at adjacent 

tables to the Bengali boy table in the periphery. 

 In her study of gendered interactions on school playgrounds, Thorne notes that “on the 

playground, an area where adults exert minimal control and kids are relatively free to choose 

their own activities and companions, there is extensive separation by gender” (Thorne 1992, 44)  

In this cafeteria, there was also a high level of separation by gender.  It was more pronounced 

among the Arabic, Bengali and African students than the Spanish-speaking students. For some 

this mirrored practices back home; for example, the Bengali students described how, in 

Bangladesh, the schools segregated the students in the classroom by gender. 

 
Student Self-Grouping Criteria  
 Students tended to gravitate toward students who shared their home languages.  

Language was an essential criterion for the formation of social groups.  Miss Yajaira describes 

how “cultural” background and religion were also crucial criteria for determining group 
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membership.  Here she explains her observations of group formation in the first year of the 

school. 

Well, it's funny because last year... I was always doing lunch duty.  So, I was 
always downstairs during lunch breaks, and every time there was a new student I 
saw how things progressed for that student.  From classroom, from being up here 
to being downstairs in the cafeteria for the first time and kind of getting your 
lunch and looking for a table to sit.  And I did notice that, for the most part, you 
are going to go sit with the people that you feel comfortable with and by that, I 
mean people from your country or speak the same language.  And I always notice 
that there was a kind of like a lot of cliques segregated by either, you know, either 
culturally or religiously or, you know, by language.  So, I think that that's, you 
know, our first inclination.  

 For Miss Yajaira, the key moment of initiation into one of the social groups was when a 

student on the first day goes down to the lunchroom and chooses to sit at a table.  As opposed to 

the classroom, where there was a seating chart determined by the teacher, in the lunchroom 

students were free to choose their groupings.  In the lunchroom, we see not only the presence of 

social groups separated physically by different tables or groups of tables, but also it was the place 

where members first join groups.  The need for a student to find a table at which to eat gave the 

impetus for them to choose a social group to join.  Miss Yajaira described how when students 

first arrived in the cafeteria of the school, they chose their table to position themselves with 

students that shared their same background and spoke their home language. 

 
Crossing Lines - Students who Fostered Relationships in Several Groups  

 When students grouped themselves, they used criteria of language and country.  

However, some of the African, Asian, and Spanish-speaking students were the only ones from 

their homelands.  For example, there was only one student from El Salvador and one from 
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Bolivia.  Because they spoke Spanish, they were incorporated into the Spanish-speaking group.  

There was also one student from Burundi and another from Burkina Faso.  These students were 

incorporated into the African group, as they spoke French and (in the words of one student), they 

“shared the same culture.” 

 Amina, being from Togo, was accepted into the African group.  However, she and her 

brother had spent some of their childhood in New York City.  Their English was very developed 

and, although they were incorporated into the African group, Amina was very comfortable 

moving into the other groups.  On Latina staff member explained, “I’ve always said that Amina, 

if I was in high school, she would be my best friend.  Because she would be the girl that I would 

want to hang out with.  She’s so outgoing and open to everything and everyone... She is able to 

mix in anywhere.  She’s comfortable.”  She had an outgoing personality, and many in other 

groups saw her as the one friend they had from another group. 

 There were, however, two students who were the only ones from their country and did 

not share a home language with any other student: Rose from Ghana who spoke Twi, and Aanjay 

from Indonesia, who spoke Indonesian.  Rose had joined, to a certain extent, the African group.  

She was from the same region as the other African students, West Africa;  however, she did 

remain slightly on the periphery of this group.  Aanjay began learning Spanish.  Her best friend 

was Gabriela, who was from the Dominican Republic.  While they did not speak each other’s 

languages, they were able to communicate nonverbally; they spent a lot of time together and 

enjoyed each other’s company.  In fact, Aanjay visited Gabriela in the hospital when Gabriela 

had her baby. 

!87



 Gabriela had no English skills when she first arrived, but instead of forming relationships 

with other Dominicans or Spanish speakers, she developed friendships with Aanjay (from 

Indonesia) and Amina (from Togo).  Gabriela was visibly pregnant, and the parent coordinator 

mentioned that “she wasn’t mixing well with people from her own country” and perhaps “it came 

down to her feeling like she can hang out with someone who wouldn’t judge her.”  Also, she was 

older and had a “different level of maturity” to most of the Dominican 9th and 10th graders.  She 

and Aanjay would “sit together in the cafeteria.  They’ll sit together in class, you know.  And 

Aanjay says she can’t speak to her, but Aanjay’s learning Spanish, too.  And so is Amina.  So 

they do communicate when Gabriela comes with the baby.  You know Aanjay’s with the baby 

and walking around and playing around.” 

 At times, students worked to make students in other groups feel comfortable.  For 

example, in the dance club, a Dominican student worked to make the club more inclusive of 

African students.   The dance club was composed primarily of Dominican girls, but there were 

three African girls.  When selecting songs, the students usually chose a Spanish song.  But one 

day, Valeria said, “We’ve got to do an African song... It’s time to do an African song, I think.” 

 Despite having some barriers to belonging to a social group at the school, Rose and 

Aanjay thrived.  They were two of the most involved students at the school.  Both attended after-

school tutoring as well as participated in the Dance and Theater clubs.  Rose also attended the 

MYNYC club, and Aanjay was on the Girls Wrestling team and an officer in student 

government.  In class, both were engaged in class work and often sought help from the teachers.  

They were both academically successful.  Rose earned a place on the honor roll all five 

semesters, and Aanjay achieved the principal’s honor roll all five marking periods. 
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 The engagement and success of Rose and Aanjay contrasted starkly with the relative lack 

of engagement and academic and success of the majority group:  the Spanish speakers.  The 

average Spanish Speaker attended five after-school sessions, throughout the year, whereas Rose 

and Aanjay attended closer to 40.  Only 6% of the Spanish Speakers were on the honor roll every 

marking period, as Rose was, and not one was on the principal’s honor roll each marking period, 

as Aanjay was. 

 One math teacher, Miss Madison, proposed that students like Aanjay and Rose “have to 

adapt faster.”  She described the “culture at our school” as “primarily Dominican, I would say... 

it takes on a lot of those attributes.”  Because of this, “A student like Aanjay, to survive here and 

make friends here, has to adapt more to that culture than the kid from the DR.”  Aanjay had to 

“immediately cross cultural boundaries because she doesn’t know, she doesn’t have anyone 

within her culture here.  So she has had to make that leap faster than everyone else.  There is no 

choice.  Unless she doesn’t.  Unless she wants to be alone.” 

 Miss Madison noticed that this was true to a lesser extent for Spanish-speaking students 

not from the Dominican Republic.  Erica from Ecuador had mostly Dominican friends.   Using 

Erica as an example, the teacher stated that “if you’re the only one from your country, or if 

you’re a minority, then to have more friends, you just have to reach out.”  She noticed making 

friends across country lines as “coming from the minority groups here as opposed to coming 

from the Dominican kids.”  From Miss Madison’s point of view, “some Dominican kids will 

accept that and bring them in...the Dominican students, as a majority, I don’t think I’ve seen 

them reach out and start a friendship, or start a relationship with someone who is not 

[Dominican].”  She did notice one Dominican student, Pablo, who “might have been our first 
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person, our first Dominican kid to cross a line, which is real funny.”  She described a time when 

“he started saying, ‘Hello’ to everyone in the class, first, like everyone.  And calling Adam by his 

nickname, Babalu, before other people.”  However, she did not see him as having “friends, but 

he has a lot of connections.” 

 Thus, socially, the Dominicans (as numerical majority) were less likely to form 

friendships across linguistic or ethnic groups; those most likely to form such friendships were 

students who were a numerical minority and had few or no peers who spoke their home 

language.  Being a minority may have felt very lonely, but in some ways it may ultimately have 

provided an advantage, as students were required to reach beyond segregated groups. 

 
Finding a Place in the Classroom  

 When a student entered a classroom, he or she was told to sit at one of the six or so 

tables.  As teachers assigned students to complete projects collaboratively, the table not only 

defined who students would sit next to physically, but also who they would talk with and work 

with for the weeks-long duration of the project.  For each classroom, the teacher created a seating 

chart that listed which students should sit at each table.  While students had little to no voice in 

the choice of which group they were assigned to, they were given the option of which seat at the 

table to select.  Teachers informed students of their table assignments in different ways.  Some 

teachers escorted students to the table, others put labels with names of students on the tables, and 

still others put a seating chart on the interactive whiteboard at the front of the room. 

 The criteria the teachers used to create the seating chart was based primarily on the INPS 

concept of heterogeneity.  According to the Internationals model, students’ academic learning 
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and English language acquisition benefits from working with students who speak different home 

languages, have different academic levels, and have different levels of English literacy.  The 

reasoning behind putting students in heterogeneous groups is that having different home 

languages forces students to use English to communicate in order to accomplish the group task.  

Teachers also used other criteria when creating a seating chart.  Teachers often put a strong 

leader at each table, and they separated students who they believed would not work well 

together.  Teachers also often paired students with the same home language but with different 

academic or English levels. The idea was that the student with the higher academic level or 

English level could help the other one. 
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Figure 3:  Seating Arrangements in a History Class
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!  

Figure 4:  Seating Arrangements in an English Class
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 Students stayed together in the same class of students all year.  Because the teachers 

shared the same constraints when creating a seating chart, often the same students sat together at 

the same table in multiple classes.  Figures 3 and 4 show the actual seating arrangements in two 

different classes with the same group of students.  Here we can see that the two Gambian 

students were placed in the same group for both classes.  We can also see that the two Bengali 

students were put together in each class.  In each case, an academically stronger student was 

placed with a student from the same country to provide academic and linguist support.  We can 

also see that over half of the students were Dominican, which meant that most groups had at least 

one Dominican student and there was usually a completely Dominican table which allowed 

students to speak Spanish.  Having a table with all Dominican students went counter to the INPS 

concept of heterogeneity.  Teachers explained that it was difficult to faithfully implement the 

model when there was such a large number of students from the same country in the classes. 

 
Trying to Sit Where You Want  

 As was described in the previous chapter, and in contrast to this heterogeneous model, 

students preferred to sit in homogenous groups by home language and home country.  In addition 

to these home country preferences, the more serious students also showed an inclination for 

sitting with a student “who did his work” and not someone they saw as “joking around.”   

Students’ desire to sit with others who spoke the same language and had the same orientation to 

schoolwork often came into conflict with the criteria of heterogeneity underlying the choice of 

student grouping found in the seating chart.  This tension played out in particular patterns of 

classroom interaction, especially at the beginning of the year. 
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 At the beginning of the year, anywhere between 5 and 10 minutes at the beginning of the 

period was devoted to the teacher moving students from where they were sitting to their assigned 

seats.   Teachers and students dealt with this attempt of students to control their seating 

arrangements in various ways.  For example, the first day of school in a global history class, a 

student questioned his seating assignment: 

 
Student: Why am I here?  
Teacher:  Because you are strong in English.  A leader.  

In this instance, the teacher appealed to the strengths the student brought to the group.  The 

student complied with the seating arrangement. 

 In another classroom, several students were sitting in seats different from the teacher-

assigned heterogeneous groups. 

Teacher:  I am looking for people to sit at their tables and start the number of the day .  17

In order for you to get your table point, I need him at your table too.  
Student: I don’t want to go there.  
Teacher:  I am looking for you to be professional … 18

 
Student moved to the assigned table.  
Teacher:  Thank you for starting in such a wonderful professional way.  

The teacher in this particular example remained calm in the face of student resistance.  She 

described the behavior she wanted to see and used a point system that depended on all students at 

 A practice this teacher used at the beginning of the class where students were asked to take the “number of the 17

day” and find different mathematical expressions that would give that number.  For instance, if the “number of the 
day” was 15, a student could write “10+5”, “20-5”, “3x5”.  The teacher would circulate while student came up with 
as many expressions as they could and wrote them in their notebooks radiating out from the “number of the day”.  

 Here “professional” was a signal for students to come in quietly and take a seat in their teacher-assigned seat.18
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a table being in their assigned seat to get the point.  In general, this strategy worked to disarm 

student resistance, as enough students in the class were motivated by getting the point and were 

willing to exert peer pressure on members of their table to bring them into compliance.  She 

topped off the interaction by praising the class and their compliance. 

 Sometimes, offering points was not enough.  Here a teacher tried to limit the request, so it 

did not feel so permanent. 

Teacher:  There are a lot of people not sitting in the right spot.  You guys are not sitting 

at the right tables.  You will not get credit if you are not sitting at the right 

tables. 

Student:  I don’t like sitting in the front. 

Teacher:  Try it for a few days 

Boy moved to the front table, grumbling. 

 
By asking the student to try it, the teacher won the student’s compliance--although the student 

made his feelings known by grumbling. 

 Sometimes, the teacher used a more substantial threat to get students to sit in their 

assigned seats. 

Teacher:  The tables are so unbalanced. 

One boy moved from a table with 6 kids to a table with 2 kids. 

Teacher (to another boy):  Where are you supposed to be? 

Student:  I don’t know 

Teacher:  Then you are about to go to the office 
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The boy quickly moved to his assigned table. 

 
 In this above example, we see that the statement, “The tables are so unbalanced.” was 

enough to encourage a student to move seats.  However, another student feigned ignorance to 

avoid sitting in his assigned seat.  The teacher elevated the interaction by threatening to send him 

to the office.  This threat was enough to lead to his compliance. 

 In the following situation, the student forcefully resisted sitting in his assigned seat. 

Teacher:  Find your seats 

Student (shaking his head):  Hell, no! 

The boy went to the back of the room and sat at one of the computers. 

In this case, the teacher did not challenge the resistance, and the student remained in the back of 

the room looking at rap song lyrics. 

 Sometimes students were conflicted about their membership in groups.  For social 

reasons, they wanted to appear to other students from their home country as agreeable to sitting 

with them.  At times, however, students saw that sitting with their friends lead them to not being 

as productive.  At these times they outwardly complain about being moved to another group, but 

in interviews they expressed appreciation for the teacher changing them to a more academically 

productive environment. 

 When there was a substitute teacher in the classroom, many students still sat in their 

assigned seats, but a significant minority moved seats to sit according to the home language and 

home country preferences seen in the cafeteria.  Substitute teachers almost never enforced the 

seating chart and students took advantage of that freedom to change seats. 
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 In most classrooms, most students willingly sat in their assigned seats. In the classrooms I 

observed, the number of students resisting was routinely less than five out of a classroom of 

twenty.  However, the power struggle that resulted between the teacher and the handful of kids 

that resisted took time at the beginning of each period.  During this time, the complying students 

looked bored and visibly exasperated.  Sometimes, complying students yelled at their fellow 

students to move to their assigned seats and expressed a desire to start the lesson.  Occasionally, 

when faced with such resistance, the teacher lectured the whole class on school rules and the 

importance of following them.  This further took time and frustrated students. 

 These getting-students-in-their-assigned-seats events took longer at the beginning of the 

year.  Toward the end of the year, students were more willing to sit with students outside of their 

group, as they had become more familiar with them.  Also, teachers became more tired and less 

willing to engage in the power struggles involved in this activity, and thus some teachers de facto 

allowed students more control toward the end of the year. 

 Many students spoke highly of heterogeneous grouping.  At the moment, some resisted 

their placement.  But when asked in interviews, after the fact, to reflect, most expressed 

appreciation for the strategy.  The only significant drawback to sitting in heterogenous groups for 

them was the frustration regarding the time it takes to get everyone in their seat at the beginning 

of the period.  But students expressed appreciation for how it offered them a way to practice their 

English and to get to know people from other backgrounds.  Many students showed considerable 

curiosity about learning how to communicate in other languages.  They were excited to share the 

words they had learned in other languages when asked and spontaneously in the classroom.  
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When asked about seating charts, they said that although they may not like it at the time, it gave 

them a valuable experience. 

 Also, when asked if they would prefer the school to have only students from their home 

country or who speak their home language, they said no, that they would prefer a mix students 

with different home languages and home countries.  The Spanish-speaking students talked about 

how, to a certain extent, they thought it might be better for their English-language development 

to have a smaller number of Spanish speakers at the school.  Students also spoke about the desire 

to have foreign languages taught at the school. 

 
What I Say and What I Do - Difference between egalitarian rhetoric and actions  

 The four groups—Spanish-speakers, Africans, Arabic-speakers, and Bengali-speakers—

formed obvious social divisions in the school. When asked about groups at the school, all 

students identified these four groups.  Nonetheless, a strong egalitarian (or at least equalitarian) 

discourse prevailed.  Even as they identified groups, students made sure to explain that “we are 

all the same,” “I will talk to anyone,” “They are just like us,” or “There are good and bad in 

every group.” These phrases echoed the official stances promoted at the school.  Such frequent 

statements reflected a set of egalitarian values where students were all to be judged by their 

individual character and not by stereotypes of the group.  Students were quick to mention friends 

they had in other groups, even as they chose “smooth associations” 1981:83) 

 Varenne’s research on cliques (1982) challenges the idea that cliques are well-defined and 

visible entities.  He notices that students show an ambiguity when asked to place themselves 

within a group.  They may deny group membership, choosing to identify with the school, even as 
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they tend to hang out with a clique.  Varenne notes that the situation may be even more complex 

in “multiethnic or multiracial districts” (Varenne 1982, 214).  In the case of Voyager, the 

grouping is more crystallized and less fluid.  Categories for the groups are based on home 

language and home countries and so difficult for students to escape or enter.  In fact, I did not 

witness any students of one home language or country trying to “pass” for another. 

 This is not to say that students of different groups did not regularly hang out together.  

Amar, while talking about some Dominican students bothering him, clarified that it is just some 

Spanish people.  He mentioned hanging out with Alejandro, from Mexico, adding, “he’s very 

good.”  In fact, he went on to say that in “Class C, all the Spanish are good.” 

 Despite this egalitarian talk, students did ‘vote with their feet’ by showing a strong 

preference for sitting and interacting with people from their group, with exceptions.  Speaking 

and commiserating was more straightforward with people who spoke your home language or 

shared a similar background, experiences, and perspectives.  Habibul explained the process with 

an example.  He noted how a new African student would sit next to another African “because the 

African people come.  He doesn’t speak English.  But some people is come early and speak 

English... he help for other one.”  In other words, some students come speaking some English, so 

those from the same background that do not speak much English could get help from them.  

Students were more apt to join a club, sport, or other after-school activity if there were others of 

their same language or regional group.  The social composition of the activity was often more 

important than the activity and whether an individual liked that activity. 
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Developing “Cultural Respect”  
 One administrator described “cultural respect” between students of different groups as 

“an appreciation not only for learning in terms of the class learning and the subject area learning, 

but it is also learning about other people, learning about cultures and learning to respect 

differences.”  For this administrator, such respect was “the core of an International school 

because how else can you subsist in a school like that.”  This administrator saw “cultural respect” 

developing between students over the year and present at Voyager to an extent that they had not 

seen in 10 years teaching in New York City public schools. 

 The school actively fostered an environment to develop “cultural respect” between 

students of different groups.  As mentioned previously, in almost every classroom, teachers 

assigned students to heterogeneous groups.  One staff member described the continued 

interpersonal contact between members of different groups in classrooms as leading students to 

go from “oh, yes, you’re my classmate so I have to respect you” to “oh, we go to the same 

school, we cool to each other” and “we ended up liking each other.”  An administrator saw the 

positive relationships between “white” and “latino” staff members as “serving as the role models 

for all of them.” 

  In smaller, more intimate, advisory groups, teachers led team building activities with 

students.  One of the big events of the school year was a day-long trip to an Outward Bound  19

facility outside of the city a few hours from the school.  Here students, in advisory groups, did 

team building activities such as climbing walls and walking across a log thirty feet in the air.  

 An organization that describes itself as “leading provider of experiential and outdoor education programs for 19

youth and adults.” (https://www.outwardbound.org)
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Through these activities students were encouraged to communicate with, work with, and 

ultimately trust all fellow students regardless of home language, home country, or gender. 

 Through personal contact and modeling by staff members, students “start getting to know 

each other” and over time, “we really like each other.  We stay together, we help each other, we 

work together.”  According to one administrator, Voyager is “a school where the different 

cultures are doing such an effort to get to know the other.” 

 
Conclusion  

 Ethnographies of schools have documented strong evidence for students using socio-

economic class, race, and gender to group themselves in schools.  Students at Voyager could 

have used these as criteria for forming their groupings.  At Voyager, however, there is a 

reasonably homogenous class distribution with all students being classified by the DOE as 

economically poor as evidenced by their free lunch status.  Even if they have the same class 

status now, their families may have had different statuses in their home countries.  In addition, it 

might have been possible that students would have still used more minute class differences to 

create such economic-based groupings at a finer level.  However, I saw no evidence for this. 

 There was, however, evidence of geographic region of origin, language, and gender being 

used as criteria for group formation.  Some students expressed a variety of racial stereotypes, 

especially with regards blacks or Africans.  

 Though the Internationals model of the school required heterogeneous grouping (by 

ability and by language), the students when given the chance reinstated language/country 

distinctions.  In the classroom, however, we saw the tensions that arose when students with 
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social grouping preferences faced teachers who implemented the INPS heterogenous grouping 

practices in the classroom.  Over time, students became more socialized into associating with 

students of other groups.  One administrator saw the role of staff members in modeling, “When 

you see white staff members and Latino staff members talking and they look at each other, the 

students they’re looking at us.  So we’re serving as the role models for all of them.”  As the year 

progressed, we saw more of a “goulash” at Voyager where students have, to a certain extent, 

conformed to working across group lines while maintaining distinct group identities.  In the next 

chapter, we see how the demographics of the school, with a majority of Spanish-speakers, 

influenced teachers’ choices of where to seat students, how the dominance of Dominicans 

impacted the classroom environment, and the consequences for the minority language groups.  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Chapter VI - SHAPING STUDENTS ACADEMICALLY - ORDERING, RESISTANCE, AND 
RESISTANCE TO RESISTANCE   

 
Introduction  

 The last chapter looked at student grouping patterns and how Voyager used one of the 

Internationals practices, “heterogenous grouping,” in an effort to promote an atmosphere where 

students worked together across national, linguistic, and gender lines.  This chapter considers 

how the school shaped students academically.  It looks at how Voyager met certain expectations 

students had of schooling and how other student expectations of school conflicted with certain 

practices of the Internationals model as implemented by Voyager such as project-based learning 

and “looping,” or placing rising 10th graders with 9th graders. 

 
Voyager vs schools from students’ home countries  

 Students spent most of their time at school in classrooms.  The school scheduled the 

students for three one-hour classes in the morning and two one-hour classes after lunch.  All 

classes but one had a single teacher; one class had an additional teacher in the English classroom 

was assigned to work with students in the special education program.  When students walked 

into the classroom, they were expected to complete specific academic tasks.  There were certain 

patterns to how students navigated these academic expectations.  Students perceived many 

academic expectations and resources at Voyager as the same in their home country:  there was a 

scheduled beginning and end to class, a teacher was the authority in the classroom, the teacher 

gave assignments and tests and students completed them, the teacher assigned a grade to each 
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student representing his or her mastery of the content.  Students contended with significant 

differences, however. 

 There were some differences which students accepted.  These included a longer school 

day.  For instance, some Dominican students explained that the school day for them was shorter 

in the Dominican Republic than the 6 hours and 20 minutes at Voyager.  The Bengali students 

mention that in Bangladesh, the boys sat on one side of the room and girls on the other, whereas 

at Voyager, students were mixed heterogeneously by gender within classroom groups.  There was 

also a difference in technology.  In her schooling in Bangladesh, Neelima recalls “I never see 

students take computer to work on the project.  Because in my country we never get this.”  

Bengali students, especially, stressed that Voyager had more technology resources for them, 

including interactive boards and computers which were not available in their home country.  

Asad mentioned that in Togo, they did not have computers when he was there. Students 

expressed appreciation for having these resources and learning to use them. 

 These differences between their lives as students in their home country and at Voyager 

were either neutral or positive for the students.  There were, however, three differences that the 

students struggled with:  project-based pedagogy, educating 9th and 10th grade students together, 

and instruction in English (for more on this see Chapter 7). 

 
Project-Based Learning  

 According to the INPS Rubrics (see Appendix C), teachers were expected to design and 

implement curricula and classwork that “make instruction relevant, engaging, and authentic .”  20

 Authentic:  Allowing for the solving of a real or important problem; a real application of knowledge.20
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Classrooms that were designated at the “mastery” level were ones where “Projects are the main 

vehicle of instruction and incorporate many of the following characteristics: long term, authentic, 

inquiry-based, allow for problem solving, enable students to engage content from multiple 

perspectives within and across subject matter, incorporate student choice in product and 

process.”  In contrast, those at the “beginning” level would have lessons that were “primarily 

lecture and/or textbook based” where “individual lessons are only loosely or superficially 

connected to one another.” 

 Of all of the core principles of the Internationals model, Voyager classrooms varied most 

in their implementation of the “project-based learning” practice.  A few classrooms were 

primarily lecture and worksheet-based and a few implemented “long term” and “authentic” 

projects;  the rest fell somewhere in between. 

 The math classes had the most extensive projects.  A typical math class began with the 

“equation of the day.”  The teacher put an equation on the board, such as “y=x-10,” and asked 

students to sit in their assigned seats and work individually in their notebooks as they came in.  

The teacher asked the students to write down as many pairs of x and y that would work in the 

equation.  For example, x=3 and y=-7 in the above equation.  After 5 minutes, she asked a 

volunteer, to come up to the board in front of the equation.  The student elicited answers from 

other students and wrote them in a web around the equation.  The teacher then thanked the 

student and had students name the elements of the project that she had introduced the day before.  

After the students described the elements of the project, she asked the students to work on the 

projects for the remaining 35 minutes left in class. 
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 For one math project, called the “Layers Project,” the teacher had students choose two 

linear equations, such as y = x + 6, and y = 2x + 3, to work with over a period of two weeks.  The 

teacher gave each student a five page packet to fill out using the two equations they chose.  There 

were three levels of packet A, B, and C.  Students who completed level A would get an 

“Excellent,” level B, “Good,” and level C, “Competent.”  In the level A packet, students were 

asked to create a word problem using the equations and to say what the x and y represented for 

their word problem.  They were also asked to create tables of x and y values that satisfied each of 

the two equations.  They were then asked to solve the equations algebraically by using 

substitution.  They were asked to fill out a section called “Analyzing and Interpreting the 

solution” where they wrote the solution, explained what the solution means in the context of their 

word problem, reflected on the strategy that was best to solve the problem, and reflect on “how 

did you use your problem solving process?” 

 Students were given about two weeks to complete the project and create a digital 

presentation.  During this time, students were additionally given a choice of tasks, some to be 

completed with other students, they had to complete which earned them an individualized oral 

test on one of several “math goals.”  In addition, the teacher gave mini lessons on solving 

systems of linear equations and at other times days gave students worksheets to fill out to 

practice solving systems of linear equations. 

 In this project, we see the math teacher had students develop their own word problem for 

a system of equations.  One student wrote the following word problem to represent solving two 

equations: y = x + 6 and y = 2x + 3, “There is two families, the Uzumaki and the Uchiha .  The 21

 Character names from a Japanese manga series Naruto21
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Uzumaki are very small people.  The Uchiha very tall.  Both moms had a baby on the same day.  

The Uzumaki baby grows an inch each month and the Uchiha baby grows 2 inches and the 

Uzumaki baby was born with 6 inches of height.  The Uchiha 3 inches of height.  In how many 

weeks will both babies have the same height.” Here we see the teacher asks the students to make 

a personal connection to the mathematics content by creating a word problem using characters 

from a manga series he is interested in.  She encourages the student to “engage content with 

multiple perspectives” and teaches “problem solving processes.” 

 Most students described the pedagogy in their home countries as more teacher-directed 

and individual oriented.  In their previous classrooms, most students sat in rows, and each 

student was individually responsible for activities such as taking notes, doing exercises, writing 

papers, and taking tests.  In math class, they were asked by teachers to memorize procedures for 

solving problems.  In such a system, students have a sense of what kind of learner they are.  They 

carried these expectations to Voyager, where they had to contend with a different pedagogy 

which was constructivist and project-based (as per the Internationals model).  Voyager required 

them to complete projects in groups, making them responsible for and to other students. They did 

less memorizing and more independent research and writing. 

 Confronted with this different pedagogy, students expressed frustration and at times 

confusion when grappling with assignments in some classrooms.  One source of frustration was 

when they had to complete a task in a group.  Many students lamented that they had to do all the 

work and that the other students did not contribute.  To balance out groups and make them 

heterogeneous, teachers put one academically strong person in each group. The idea was that the 

student who best understood the material could explain it to others:  notably, students were never 
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given instruction in how to teach the materials to others.  This highly motivated person made 

sure the work gets done, and often contributed more than the other students who were not as able 

or less willing to complete it.  However, in the end, all students expected to have their names put 

on the assignment for credit.  Because students were used to finishing and getting credit 

individually, the system of group assignments often seemed unfair to them.   

In some cases, students resisted by refusing to put a student’s name if they did not make 

any contribution.  This was occasionally a source of tension between students. For example, one 

Puerto Rican girl spoke about the socially awkward moment when someone who did not 

contribute to the group asked to add their name to the project.  She lamented that “teachers put 

the dumbest students with me.  They want me to teach the other students.”  For this reason, she 

preferred to work independently or at least be given a chance to choose group members.  Many 

students wanted to be given a chance to choose their own groups.  One girl noted “We think we 

would do well.  The others would talk, they don’t know anything, they are playing a lot.”  For 

her, she did not want to be put with students who would “talk” or play a lot.  She wanted to focus 

on her work.  However, several Spanish-speaking students acknowledged that “If we were to 

choose our own groups, we would not talk to the other races and we are here to learn English we 

would only speak Spanish.”  If given a choice, they say they would only pick students who speak 

their own language.  So, in a way, they appreciated the teacher enforcing heterogeneous groups 

because, as one said, “it was good to have students who spoke different languages in the groups.” 

 A third source of tension, due to differences in pedagogy, was when students expected to 

be told how to solve something and teachers expected students to think through a problem.  This 

was particularly evident in the math classroom.  Students came to Voyager seeing math as a 

!109



series of computations.  Students who were successful in their home countries were those who 

learned the algorithms necessary to solve particular problems and could apply these algorithms 

quickly and without error.  At Voyager, the math curriculum was constructivist.  In this case, 

students were expected to analyze a problem and instead of applying an algorithm, think about 

what they should do given the context of the situation.  Students just wanted to know whether to 

add or multiply, but the teacher was very consistent about asking students, “What do you think 

you should do?”  The students explained that the teacher was not teaching them the process they 

needed.  One teacher remarked, “The kids who did well in math are angry at me, because they 

used to be able to just say the answer, and it didn’t matter really how they got it.  And they could 

use whatever they wanted, and not really understand it.  But if they kinda knew a procedure to 

get there, and like you are smart, you are good at math.  So those kids get really upset at me.  But 

the students that weren’t very good at math or haven’t yet recognized being a mathematical 

thinker...it is a relief.”  The teachers wanted students to understand why they were doing a 

particular operation in a specific context.  This tension was most common in students who had 

been successful in math in their home countries;  learning new procedures and new pedagogical 

routines felt arbitrary to some.  Over time, students began to adjust to this new pedagogy. 

 
Mixing Grade Levels  

Another key feature of many Internationals high schools was the decision to blend 9th and 

10th grades.  This decision was meant to facilitate the mentoring of newer students with more 

seasoned students.  It also gave 9th graders more time to develop their English and content 
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knowledge.  Like most of the other Network schools, in its second year, Voyager put the 9th and 

10th graders in the same classes. This meant that the core subject teachers (science, math, 

English, and global studies) designed a two-year curriculum, so that 10th graders would not 

repeat the material from their 9th grade year.  The expectation was that the 10th graders would act 

as mentors for the 9th graders, helping them understand the school structures and the pedagogy;  

they would also serve as translators to facilitate communication.  One teacher explained the 

benefits, “I do see value in [combining] the 9 and 10 together most of the time.  Helping each 

other out.  Having a second year of the content to really grasp it, and giving yourself more time 

to learning it, because of the language and content balance.” 

Within a class, new students were often paired with a more experienced student from the 

same home country when put into groups.  Teachers often reinforced this reason.  For example, 

in one observation I did in the first week of school, in a math classroom, the teacher addressed 

herself to the 10th graders, “Thank you to my expert students who are showing the new students 

what to do!”  A week later, another teacher who was talking to her class said, “I find it funny that 

the two people who are talking are 10th graders.  You should know better.”  The implication was 

that the 10th grade students should know the class norms of quietly listening when the teacher 

was talking.  Another teacher, when asked if the tenth graders were models for 9th graders 

replied, “Not this year, honestly... I think about last year and I ask myself, like what did they do 

last year?” 

 The decision to put 9th and 10th graders in the same class conflicted with the expectations 

held by many students. One 9th grade student, upon learning about this the first day of school 

looked visibly surprised.  Here is the interaction between him and me on the first day of classes: 
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Debesh:  So, we will all have the same class next year? 

Me:  Yes 

Debesh:  Same teachers? 

Me:  Yes 

Debesh:  So, of course you are going to pass. 

 
For this student, the combination might signal a reduction of educational rigor.  Students did not 

necessarily share the teachers’ view of the value of this model.  One teacher confided that “as a 

school we need to do a better job of communicating our model.  And communicating what it 

means to take the same class for two years, right?  Because I don’t think that’s very clear to our 

kids.”   

 Sometimes the 9th-10th-grade pairing worked well, and the 10th grader translated 

assignments or helped the 9th grader and teacher communicate questions, concerns, and 

expectations.  At other times, a 9th grader would have a high level of English and assist students 

with little English, be they 9th graders or 10th graders.   It took a sustained effort and time to 

facilitate these conversations repeatedly over the course of a day.  At times the helpers would get 

tired and stop helping to focus on their work.  While the Internationals model assumes that this 

translation work reinforces the student’s learning of content and English, some students 

expressed their perception that it took way from their time to learn content. 

 Tenth graders did not always appreciate filling the role of mentor to the new students.  A 

substantial amount of the work in the classes was group work and 10th graders, like Fatou, 
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expressed feeling “like you’re doing everything and they’re doing nothing.”  However, she 

continued that 9th graders “really make things interesting and make you study in a lot of ways.” 

Some said they thought they might learn more if they were in classes with only 10th graders.  

Also, some did not appreciate being put in the same class for a second year with the new 9th 

graders.  They wanted to advance and be put in classes with only 10th graders.  Some interpreted 

being put in the same class with the same teachers for a second year as akin to being held back.  

One teacher mentioned that she felt students did not understand the “you will take integrated 

algebra for two years, but hopefully you will be doing different concepts... So it’s not necessarily 

repeating the work.”  Students, however, wondered how they could advance if they were put in 

the same class again and were expected to mentor the new 9th graders while mastering new 

material.  This became a concern for 9th graders as they neared the end of their first year;  some 

expressed a distaste for being placed in the same classes again with the new 9th-grade class. 

 Furthermore, the arrangement produced some behavioral issues. 10th graders in the 

classes were, in general, less on-task and more defiant to the teacher.  The 9th graders, in general, 

saw themselves as trying hard, and the 10th graders as slacking off.  At times 9th graders 

expressed appreciation for the help of 10th graders, but many times 10th graders were not 

enthusiastic about helping and only helped when a teacher pushed them to do so.  Many 9th 

graders expressed to me that they would prefer 10th graders not be in class with them. 

 Putting the 9th and 10th graders together added a challenge for teachers:  how to create 

lessons that served a group of students with a wide range of familiarity with INPS pedagogical 

routines as well as linguistic and academic abilities.  One teacher said, “Sometimes I have 

difficulty even with the heterogeneity.  Just because I feel like we have some students who 
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should be pushed further.  And while we want to differentiate  on all levels, and we are, we can’t 22

always push them as high as we want them to go because we have so many student on the low 

end.  And we have so many different levels that if we were to truly differentiate it would be like a 

packet for each student.” 

 
Amusing Themselves  

 Students, for the most part, completed their assignments to the best of their ability.  There 

were moments, however, when they broke from the assigned task.  Sometimes they wanted to 

take a break;  sometimes they were uninterested, unable, or unwilling to complete the 

assignment.  At other times, they prioritized making friends or building popularity.  At these 

times students found ways of avoiding the task or filling in empty spaces in the lesson.  “Off-

task” activities were especially visible when a substitute covered a class, but they were present in 

small doses in all classrooms. 

 One way students avoided an assignment was to put their head down on the desk.  Here is 

an example: 

 
Student:  I don’t understand this class. 

Student puts head down on the table and one of the teachers comes next to him. 

 The teacher is referring to “differentiated instruction,” a type of instruction developed by Carol Ann Tomlinson 22

where “students have multiple options for taking in information, making sense of ideas, and expressing what they 
learn.” (Tomlinson 2017, 1).
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Teacher:  Knock this out.  You are disrupting the educational process.  Think of your 

team.  You are the goal keeper.  You need to pass in order to participate in 

sports. 

Student:  I am already failing the class. 

 
Here we see a student who was discouraged and confused about how to engage in class.  He tried 

to escape by putting his head down. 

 Another way of escaping the assignment or boredom was to play games.  In the cafeteria, 

the African boys would often play the card game UNO to pass the time.  Often students would 

have heated arguments over accusations of cheating.  Students would make large exaggerated 

moves raising their hands high and slapping the card down violently.  Students occasionally 

would try to play cards in class, but they put them away after an admonishment by the teacher. 

 Two 10th-grade students in one of the classes developed their own games to entertain 

themselves and other students.  They played these games primarily in moments of freedom, such 

as during an empty moment in class or when there was a substitute.  One of these games 

involved putting numbers on pieces of paper and having students pick pieces randomly and add 

this to their total.  The person with the largest total after a few rounds would win.  One of the 

game designers made the pieces of paper and recorded the points for each player in a notebook.  

The players became very excited during this game. 

 In another game these two students ran, the player was given a letter and had to think of 

as many words that began with that letter for half a dozen categories, such as the name of a 

country or type of food.  The rule for what was an acceptable word was a source of debate.  
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Students asked each other questions like: Did the words have to be in English, or could other 

languages be used?  How would we know it was a real word if it was in a language we do not 

speak?  In this case, their game not only acted as a way to entertain themselves but it helped 

build up their English vocabulary. 

 These students had a relatively high level of English and were academically engaged in 

school.  These games were not displays of resistance to school, as they were not used to 

challenge the authority of the teacher or to take the place of a lesson, but were a way to 

intellectually engage in the empty spaces in instruction.  In fact, the games could be seen as a 

way of helping supplement their education by giving them practice with specific academic skills 

of English literacy and computation. 

 Students also used humor to lessen the seriousness or boredom in a class and to entertain 

the class.  Because there were so many Spanish speakers in the classrooms, a common way to get 

students to be quiet would be to say “cállate” (i.e., “shut up”).  Here is an example of how 

students would lighten the mood after being told to shut up: 

 
Administrator walks into a classroom where a girl is talking and singing loudly 

Administrator:  Cállate 

Student:  Cállame? (i.e., shut me up?) 

Students laugh loudly. 

 
 Here we see a student using Spanish to joke.  The joke was successful and appreciated by 

many of his Spanish-speaking peers.  In a different classroom, a teacher was having students do 
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quiet meditation for five minutes.  Some students resisted being quiet for that long and laughed 

or talked with admonishment from the teacher.  When the meditation was done, a girl yelled out, 

“Alelujah!”  Everyone laughed. 

 
“We were racism to each other”  

 The idea of “racism” at Voyager was mostly seen as set of negative feelings or actions 

that an individual has or displays.  In some classes, teachers introduced lessons which gave 

students the opportunity to discuss “racism.”  In one English class, students were discussing the 

text “The Racist Warehouse” by Alicia De La Garza.  In this text Alicia, a teenager, describes her 

negative experience as a person of color being mistreated by white employees at an appliance 

warehouse.  In the text, de la Garza writes, “I didn’t know racism was still around; I thought that 

situation had died along with Dr. King.”  In the ensuing discussion of the piece, Ms. Anna, the 

white English teacher, asked: 

 
Ms. Anna:  Why did they kill Martin Luther King Jr.? 

Amina:  Because white are racist and... 

Ms. Anna:  So, I am white.  Did I want to kill Martin Luther King Jr.? 

Amina:  No, because you are not racist. 

Ms. Anna:  So, some white people wanted him dead. 

Amina:  Some white people. 
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 Here, the lesson is that not all white people are racist.  The teacher continues by leading a 

discussion about the text in which she asks students to reflect on certain details and then 

determine the tone and the theme. 

 
Ms. Anna:  So, let’s talk about their personalities.  So, what are the employees like in the 
story?  Are they nice? 
Amina:  No. 
Ms. Anna:  What are they like?  What do we know about the employees, the sales 
people? 
Amina:  They’re mean. 
Male student:  They’re mean. 
Ms. Anna:  They’re mean? 
Male student:  I mean, they’re racist. 
Ms. Anna:  They’re racist? 
Male student:  They’re white. 
Ms. Anna:  They’re also white, okay.  And how do we know that?  How does she 
describe them?  How do we know?  What does she say about the woman’s...  What is she 
doing?  

 During the discussion, Ms. Anna, clarifies twice that not all whites are racist, by asking 

students if she is racist. 

 
Ms. Anna:  People are from different backgrounds, therefore what?  This was her first 
experience with racism, right?  She thought that there was no racism.  No había racismo 
[There was no racism] and then she… 
Jose:  Si, había racismo [Yes, there was racism]. 
Ms. Anna:  Then she went into the store and she realizes, what?  Jose? 
Jose:  Como usted.  Usted es blanquita.  No a mi me ponen in the crowd. [Like you.  You 
are a white girl.  Don’t put me in the crowd] 
Students laugh. 
Amina:  It’s the way she reacts. 
Ms. Anna:  So you think the way that I treat you Jose is a matter of racism? 
Amina:  No. 
Ms. Anna:  Is that what you are saying?  
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 The word “racism” is not only used to describe how some whites behave and feel towards 

people of color, but can also be used between minority groups.  Here we see Fatou, a 10th grader, 

half way through the second year of the school, reflecting on how relations between students 

have developed over the first year of the school, “In the first period, when we came to this school 

we didn’t know really each other.  We were racism to each other.  We just sit with black people 

and Spanish people.  Like racism between students and so when we start getting to know each 

other, we really like each other.  We stay together, we help each other, we work together.”  She 

uses the word “racism” to describe the lack of comfort and unfamiliarity students felt being 

around other students from different home countries.  She describes her feeling as, “I don’t feel 

comfortable around those people.”  She explains how this feeling translated into the action of 

students moving toward certain people and away from other people.  As students became more 

familiar, through a year’s worth of contact and working together, they got “to know each other” 

and ended up “really [liking] each other”. 

  
 Conclusion  

 In this chapter we see how INPS pedagogical practices such as project-based learning and 

looping 9th and 10th grade students together in the same classes, were implemented in classroom 

practices by the teachers and how students negotiated these within the classroom.   In the next 

chapter, we will look at how students navigated the linguistic environment with a majority 

Spanish group of peers and lessons in English.  We will look at how students learned and used 

English and other languages for their own devices.  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Chapter VII - SHAPING STUDENTS LINGUISTICALLY - LANGUAGE LEARNING AND 
LANGUAGE PRACTICES  

“When you came here you didn't speak English...  You seem like... just 
someone throw you in the ocean, you don't know what to do, how to swim 
and nothing.” - Fatou  

Introduction  
 In this chapter, I will address another central dilemma in newcomer education in 

America:  how to value home language and promote bilingualism while requiring students to 

learn English as quickly as possible.  Voyager’s classes were primarily taught in English, with a 

few instances of translating into home language, primarily Spanish.  I start by describing the 

challenges students new to English faced within a mostly English-only classroom environment 

and how they developed as English speakers.  I then discuss the social consequences of students’ 

language decisions.  Speaking their home language in social groups with speakers of other 

languages created situations of unintentional social exclusion which I term, “linguistic 

exclusion.”  Students also used racial discourse to exclude certain groups of students, usually at 

the expense of black students.  Voyager was, socially and linguistically, dominated by Dominican 

students.  This had consequences for how students learned English and other languages in the 

classroom.  I end by looking at how students learned and used the languages of other social 

groups to build relationships and to gain social standing. 

 
Learning in English  

 When reflecting back on their feelings about Voyager before arriving, most students 

mentioned that they were scared.  Most students came from non-English speaking countries, and 
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few had proficiency in conversational or academic English.  Many expressed having the 

preconception that everyone in high schools in the United States spoke English.  The idea of 

being the only student that did not speak English made them apprehensive.  They worried that 

they did not know English well enough to succeed in school.  Arriving at Voyager, however, they 

found that the entire student body was made up of students like them who were learning English.  

This surprised them.  They expressed feeling comforted by the knowledge that they would be 

facing the struggles of English-language instruction with others who were also learning English. 

 Most students expressed the goal of learning English.  Some worried that having only 

English language learners at the school might hinder their progress in learning English.  Many 

students expressed a desire to have some native English speakers at the school.  They believed 

this would help them develop their English skills faster. 

 A small number of students spoke English before coming to Voyager.  This was 

especially true of students who attended a middle school in New York City before Voyager.  

However, most students came in knowing little English.  Students needed to be able to 

communicate with other students and the teacher.  In these moments, students would find another 

student who spoke the same home language to act as a translator.   

 Students found attending school in a different language challenging.  Learning all day in 

a new language was mentally exhausting for most of the students.  They had to contend with 

understanding directions and using resources in English to complete their assignments.  They had 

to express their thoughts in writing and in speech to others.  Some students mentioned that when 

you did not know English well, it was hard to concentrate on the lesson.  As the year progressed, 

however, students were able to focus more; while still tricky, learning in English got easier.  

!121



Because learning in a foreign language was so mentally taxing, consorting with others who speak 

one's home language helps to give students’ brains a break.  To ease this cognitive burden, 

students searched out others who shared their home language and could understand them better. 

 A small number of students had high English proficiency.  These students were either 

born in the United States or had attended middle school in the United States.  This gave them 

academic and social advantages in the school, but it also brought a certain amount of frustration.  

When speaking about the roundtables , Diego, who was born in the Bronx and went to middle 23

school there says, 

To be honest, roundtables… I don’t know.  For me, I don’t understand why I’ve 
got to take it because, technically, English is my very first language and Spanish 
is my second.  There are some students here that they know English and they 
understand it well.  Why do they have to take roundtables?  They can understand 
English and they can speak it perfectly and they just present their work… If they 
just came to the US and they know some English, then do a roundtable and see 
how they do.  And then if they can improve from that, then they get better.  But, if 
there’s people that know English already and they’re able to present it the first 
year round and they do great on that, why do you have to do it again…
Roundtables is to see how you do in your school at work and to see if you are able 
to present your work in English.  To see how your English is coming.  There’s 
people that sometimes go to roundtable and they sometimes don’t even try in 
English. They just in continue in Spanish.  They get mixed up.  

Diego found himself in an International school even though, by his admission, he was born in the 

Bronx, and his first language was English.  Technically, this should not happen, as the INPS 

schools were designed for newcomers.  However, according to school records, there were six 

students born in the Bronx, eight born in New York City, and one born in New Jersey.  Unlike 

Diego, some of these students did spend most of their lives outside the US in non-English 

 A performance assessment given by the school at the end of each semester.23
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speaking countries.  Students like Diego had advantages in a school with all-English instruction;  

he could understand the lessons, the directions, and the handouts.  However, this position came 

with drawbacks as well.  These students were often used by teachers as translators or to help 

other students with less academic skills and less English.  Lessons, in general, were designed, as 

the assistant principal said, for the “middle student.”  The more advanced students finished 

quickly and were expected to explain it to and help the other students.  There is some evidence 

that there is a negative peer effect for non-ELL students when ELL students are put with them in 

an all-English classroom.  Cho finds their math scores are not effected, but they have “lower test 

score gains in reading” (2012). 

 
Learning English  

 Being in an environment where they were expected to listen, read, write, and speak in 

English helped students advance their English skills.  The better their English skills, the easier it 

became to collaborate with others who spoke different home languages.  This collaboration was 

expected as students were seated in groups and required to collaborate to complete projects 

together.  Students and staff noticed, however, that there were patterns in how quickly some 

students advanced in their English skills. 

  Students who spoke home languages with fewer members advanced more quickly in 

English.  The Indonesian girl was an extreme example of this.  She was the only one who spoke 

Indonesian, so she was forced to learn English and Spanish to get along.  Students themselves 

recognized this dilemma: some Spanish-speaking girls told me that it was easier to be an Arabic-

speaker, another small home language group, because they learned English quickly.  Other 
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Spanish speakers explained that they thought Africans learned English faster because their 

language and English were more similar.  Another reason students gave for Africans learning 

English faster was that they learned more languages when they were younger, so learning 

another language was more comfortable for them.  In fact, Spanish speakers noted that Africans 

learned Spanish fast as well. 

 While many factors may explain these differences, one clear factor is how much time 

students spent, during school hours, working in English.  For Spanish-speaking students, it was 

easier to get by speaking mostly, if not wholly, in Spanish.  For one, a majority of the students 

spoke Spanish, so students could speak Spanish with most of the school.  Also, because Spanish 

was so widely spoken, non-Spanish speakers were learning Spanish just to be able to speak with 

the majority of other students.  Thus, Spanish speakers could speak Spanish to the Spanish 

speakers and many speakers of other home languages that were learning Spanish.  Also, most 

teachers spoke at least a little Spanish.  Teachers would often translate the English directions in 

Spanish to help Spanish speakers.  Except for the Yemeni teacher who spoke Arabic, most 

teachers were not able to translate the instructions into languages other than Spanish or English.  

At times teachers would speak to Spanish speakers in Spanish to help them understand.  At other 

times, teachers would speak English even if they knew Spanish to encourage the Spanish 

speakers to practice listening to and speaking English. 

 At their table groups, students spoke a mixture of English and their home language.  The 

amount of English they spoke increased when they were asked to share their academic work or 

ideas with the teacher or the class.  In each class, students were encouraged to speak in English 

as a part of their academic work in classes, and most students made an attempt to speak English 
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when asked to share their ideas with the class or the teacher.  There were a few students who 

expressed their thoughts and ideas using student translators or by appealing to the teacher’s 

knowledge of their home language, in the case of Spanish for most teachers or Arabic with the 

Yemeni teacher. 

 During the semester, students prepared a project for each class.  At the end of the 

semester, they presented one or more of their projects in front of a panel of students and teachers 

in a process called “Roundtables.”  Students were encouraged to present their projects in English.  

Most of them did; however, a few students presented in their home language.  The school 

assigned at least one member of the student panel who spoke the presenter’s home language to 

help with translation.  Students who presented in English could opt to use a translator during 

questioning after the presentation.  Translators would help presenters understand the questions 

and express their answers.  Students often spoke about the importance of learning English.  They 

saw learning English as necessary for school and also for their future life in the United States.  

Students found ways to learn English independent of the school. 

 
Language and Getting Along with Members of Other Groups  

Linguistic Exclusion  
 Staff and students at the school often spoke about how well students got along with each 

other, despite their diverse backgrounds and language differences.  In fact, many students said 

that bullying was hardly a problem at the school, as opposed to schools in their home countries.  

For example, one student I interviewed described liking Voyager better than her school in Puerto 

Rico. Osita described how the people were nicer and there was no bullying.  She painted her 
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school in Puerto Rico as a very threatening environment.  At Voyager, she enjoyed playing the 

piano in the art room.  She was involved in the chorus and other clubs.  She stayed after school 

and came to Saturday school.  She had a sister and a brother at the school and had good 

relationships with them.  There was a medical unit in the school in case she needed it, and she 

used it.  Even when there were difficulties, like when she was pushed to the ground in the 

cafeteria, she had a positive attitude and the social supports to make her overall experience very 

positive.  In general, students expressed a view that they were all equal regardless of their home 

country or home language.  This view was carefully cultivated and promoted by the school.  

As we have seen, however, these differences were significant in how they created their 

social groups.  Despite the general harmony in the school, there were some tensions between 

groups of students. These tensions occasionally surfaced in class.  One common tension between 

students arose when a group of students spoke in their native language in the vicinity of other 

students who did not speak that language.  Students who did not speak that language expressed 

feelings of marginalization and exclusion.  A common fear was that the students who engaged in 

talk in their own language were talking bad about them.  Sometimes students at Voyager would 

employ the term “bullying” to describe this activity.  An illustrative example of this between 

Spanish speaking girls and Bengali girls arose during a classroom “restorative circle.” 

 A “restorative circle” was a sort of group therapy to address conflict and behavior. At the 

middle of the Spring semester, teachers expressed “many concerns about... distractive behaviors” 

with one of the classes of students.  The teachers asked the social worker, Miss Alexis, who had 

been sent by the principal to received training in running “restorative circles,” to come into their 

art class and spend a class period running a circle.  Chairs were arranged in a circle facing each 
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other.  In the beginning, Miss Yessica, the teacher, turned to me and said it was the “second time 

we are doing this” with this class.   Miss Alexis began by presenting the “circles agreements” on 

a piece of poster paper: “1. Practice listening, 2. Be present, 3. No judgment, 4. Honor 

confidentiality, 5. Be honest, 6. Practice patience, 7. Assume best intentions, 8. Respect the 

talking piece! [a glue stick today], and 9. Respect one another.” 

Miss Alexis: There have been many concerns about the class and distractive behaviors. Why do 

you think it has been difficult to learn in Class F?  What can we do as a class to make it 

better and get rid of disruptive behavior?  Marlene did this two weeks ago.  What did you 

learn last time?  There were a lot of good ideas presented. 

Miss Yessica: [translates what Alexis said into Spanish] 

 
Each student took the glue stick talking piece in turn around the circle and spoke.  Then Ruth, a 

Bengali girl, took the talking piece. 

Ruth:  I think Spanish people think Bengali people don’t understand Spanish, so they bully us.  
They don’t respect Bengali people. 

Yesenia [a Dominican girl]: Mentira (lie). 
Miss Yessica: She is not saying all of you. 
Miss Alexis: I didn’t know that.  I haven’t seen people bully people because they are from a 

particular country. Students feel more comfortable with people from your country.  
Students at Voyager have good hearts and good intentions. I would expect people to step 
in. 

Mr. Brian [a social worker]: We are forgetting a rule: no judgment.  I don’t want to hear people 
say “that’s not true.” 

Miss Alexis: Now you [to Yesenia] are angry, you have an angry look on your face. [Yesenia 
rolls her eyes].  Sometimes we make the mistake of generalizing and we are all guilty of 
it at times. 

Yesenia: As Dominicans, we are also attacked.  We feel hurt and bullied as well [crying].  I don’t 
speak English.  I have seen Bengali and Arabic [students] bother [other students] at this 
school.  All I want is respect.  I try to be one to show respect, so others respect me. 

Abril [a Dominican girl]:  Speaking in Spanish we aren’t speaking about you.  “Shut up” is just 
telling someone to be quiet. 
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Ruth: A lot of people say, “Shut up.”  But I say, “Please be quiet.”  You are two years in 
America, why don’t you speak English? 

Mr. Brian: [Addressing Ruth] I think it is disgusting, atrocious, horrible that anyone would bully 
you.  You would be bullied if you were in another school.  Instead of bullying each other, 
why don’t you work together? 

Miss Alexis: Thank you Yesenia, it is important to hear that Dominican students feel the same 
way. People came here to have opportunities.  We want to see you succeed and do well.  
Some people may have had to walk five days.  You don’t know.  Talk to one another, you 
shouldn’t be judging each other. 

Youssef [an African student]: Here is what I do.  Just laugh.  If you get mad every time, they are 
not going to let you go.  

 Here we see that the school gave the students a controlled, rule-governed venue for 

discussing the issues bothering them.  In this environment, the issue of linguistic exclusion 

surfaced.  Some ethnographic studies have looked at the types of discourse children use to 

actively exclude each other in school (Goodwin 2002).  In this instance, Ruth described what felt 

to her like active exclusion, but two Dominican students insisted it was unintentional or passive 

exclusion.  To engage in meaningful communications of their ideas, students depended on 

speaking their native language with others.  Even those who spoke English more easily were 

usually more comfortable speaking in their native language.  Students regularly spoke in their 

native language with others throughout the school day.  In spaces such as the cafeteria, when 

students grouped themselves by language, this was not a problem.  But in the classroom, when 

teachers put students into heterogenous groups, and students with different home languages were 

in closer proximity, this occasionally became a problem.  For Ruth, Spanish speakers speaking 

Spanish together around her was a sign “they don’t respect Bengali people.”  She expected that 

10th-grade Spanish speakers, who were “two years in America” would use English—and she 

stated that expectation in a way that may well have been insulting. 
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 Yesenia acknowledged the same problem and that it bothered her when Bengali and 

Arabic students spoke their languages around her.  She grew upset at being accused, as a 

Dominican, of being a bully.  Some of the male students, such as Youssef, acknowledged the 

problem of students “bothering” each other but took a nonchalant attitude.  Later in the class 

period, he said, “This is the problem, people bothering other people.  It rolls off my back, but 

they don’t like it when people bother them.”   For some, it was a continual problem, and they 

mentioned how bothersome it is.  Miss Yessica said, “You have seen our tears.  Those of us who 

are serious.  These are real emotions.”  Miss Alexis, born in Asia herself, invoked an image of 

‘the suffering immigrant’ to implore students to respect one another and see their newcomer 

status as common.  She was trying to socialize them to a shared identity, but students were 

insisting that their linguistic practices separated them. 

 Language differences and home language practices created conflict. From Ruth’s point of 

view, the Spanish students were talking about her in Spanish and laughing at her expense.  From 

Yesenia’s point of view, she said something funny in Spanish, unrelated to other students, and 

was accused by Ruth of having bad intentions.  One Spanish-speaking student gave an example 

that if a Spanish person went up and asked for a sharpener in Spanish, other students would think 

they are saying something bad to them. This interaction and Ruth’s charge that Yesenia has “been 

two years in America” and thus should speak English may also reflect the frustration of language 

minorities that they have to learn English in order to communicate at school--they cannot expect 

others to learn their language—while Spanish speakers get to rely more extensively on their 

home language in the classroom and during social interactions. 
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 Many students said it was common for misunderstandings to arise from Spanish 

exchanges at school.  The Spanish speakers were puzzled that they were being singled out as 

speaking Spanish around non-Spanish speakers when non-Spanish speakers spoke their language 

around Spanish speakers as well.  Some Spanish speakers expressed that they felt that French, 

Arabic and Bengali speakers wanted Spanish speakers to always speak English so they could 

understand them.  But the Spanish speakers noticed that the others spoke French, Bengali, or 

Arabic amongst themselves, so Spanish speakers saw this as a double standard. 

 
Racist Discourse  
 Some students used racist language when addressing or referring to African students.  

Both Spanish speakers and Yemeni students used words that dehumanized African students.  One 

African student noted, “Some of the Dominican students are racist.  They insult you in Spanish.”  

Many Dominican students used the word negrito or negrita (black one) to refer to or address 

African students.  African students considered this term derogatory and reacted quite negatively.  

The Dominican social worker explained that this word was commonly used in the Dominican 

Republic in a playful or even caring way, but she and other staff members realized it was 

inappropriate in the American context.  The social worker had to repeatedly speak to Dominican 

students about how this word was hurtful to African students.  Some students stopped using the 

term, but others refused to acknowledge that the word could be hurtful and saw no reason to 

change their way of talking. 
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  The Yemeni teacher spoke about how at times, in class, the Yemeni boys would use racist 

language, in Arabic, when speaking about the African students.   For instance, they would use the 

Arabic word for slave when talking about them.  She explained that, in Yemen, there was a 

general sentiment that black Africans were inferior.  In these situations, she said, she would 

appeal to their shared Muslim background by asking them, “Are we not all God’s creations?  

Doesn’t that include Africans?”   

 Racist attitudes toward black folks came out when students explained conflicts between 

students.  In one situation, a Puerto Rican girl was hit by some black girls from another school, 

fell down unconscious, and had to go to the nurse.  After this event, a Puerto Rican boy said to 

me, “I know they are human, but blacks act like animals, like savages.”  When I reacted visibly, 

he continued, “Don’t think I am a racist;  I am just telling the truth…. They want to solve 

everything with a fight… I always think that black are just savages.  Don’t take me like a racist.  

I’m just saying it because they are.  I have friends they are black, but some of them are animals 

and some of them not.”  I was surprised that he felt entitled to express such an opinion to me.  

The school promoted a discourse of equality, but students still maintained some divisive and 

racist attitudes.  It is hard to imagine that these deep-seated racial views did not have some 

impact on student relations.   

 
Teaching, Learning, and Using Languages Other Than English 

 
 Spanish was by far the most dominant language group spoken in the classroom.  If we 

think about the school as an “ethnic stew,” Semenova suggests that the ideal “mixed vegetable 

soup” occurs when “all the peoples (vegetables) have equal opportunities for self-expression.”  

!131



This ideal is rarely, if ever, met and she goes on to say that “the phrase ‘but I can only taste 

tomato’ expresses the disappointment caused by the real state of things in the country where only 

one, European race (tomato) dominates” (2018, 35).  By analogy, at Voyager, the dominating 

home language was Spanish.  This had consequences for both Spanish and non-Spanish speakers 

in the classroom.  In the following scenario, we see the extent of the dominance of Spanish in the 

classroom. 

 
Que lo Que (What’s Up) in the Classroom  
Snapshot 5: 
On a Monday afternoon, I walk into the classroom as the English class is beginning.  Out the 
slightly open window, I see the athletic field covered in the snow from the weekend.  On the 
whiteboard, Miss Tala, the teacher, projects the Do Now:  “Do Now: What is snow? How does it 
feel? Do you like it?” 

 
I sit down at a table with the Dominican students Nathaly, Denis, David, and Kevin.  They each 
have a stapled packet of three pages titled “Personal Narrative Idea Chart.”  On it is a three by 
three grid with a statement in each of the nine boxes.  The first two boxes say, “A time you got 
physically hurt,” and “Making a new friend/Losing a friend.” Apparently today’s lesson will 
revolve around writing a personal narrative. 

 
Denis: [sharpening a pencil] 
Nathaly: [writes the date and do now into her notebook] 
The classroom is very loud with laughter and conversations, mainly in Spanish.  Students call 

across the classroom to each other.  A third of the students are writing down answers to 
the ‘do now.’ 

David: [climbs on the radiator to open the window]  It is hot. 
Amin gets up and closes it. Amin and David argue in English. 
 David asks me about the second question.  I mime feeling something, he nods. 
Miss Alexis, the social worker, comes in the room, takes Amin, and heads to the door.  Anyeli 

goes up to her, but Miss Alexis says, “No.”  After Miss Alexis leaves, Anyeli leaves. 
Denis: [throwing a pen toward the opening in the window and misses] Oh. [repeats this ten 

times] 
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There are many conversations in the room and it is very loud. 
Denis: [pants fall down] Se cae (it falls). 
Anyeli comes back in 
Dora: [hands out Doritos to Luciana, Shaina, and Anyeli] 
Denis: [puts a pencil into an orange] 
Nathaly looks upset when Miss Tala asks them to take out their  homework that Miss Tala had 

assigned to complete over the weekend.  No one at my table has it. 
Miss Tala:  Ricardo, could you explain what to do to the girls? 
David: [sharpens a pencil for about 4 minutes] 
Shaina, Luciana come into class. 
Matthew leaves class. 
 The teacher asks students to share, “a time you got physically hurt” 
Kevin: I cut myself in the finger with a machete.  Lots of blood. 
Ashly: At night something in the table cut my finger.  A lot of blood. 
Students talking loudly.  About a third are writing in their packets. 
The principal, hearing the noise from her nearby office, walks into the class and is visibly 

disturbed as she looks around the room.  The classroom gets quiet. 
 Principal: Is doing your hair in class going to help you pass the Regents?  I do not understand 

this behavior [looks at Shaina and Luciana].  All of you can do the work.  You have 
support of the teachers.  Tomorrow, that table [pointing to Dora’s table] can have a new 
seating arrangement.  For those of you working, I apologize.  I apologize to you on behalf 
of your classmates. 

Principal walks out of class. 
Kevin takes my phone that I had left on the table next to me.  He begins playing the game Fruit 

Ninja. 
Me: Could I have my phone? 
Kevin silently shows me his paper innocently, then his pencil. 
Me:  Do you think I am stupid? [smiling knowingly]. 
Kevin gives me back the phone with an impish smile. 
Kevin and David begin drumming on the table with a pencil and performing an improvised rap 

battle in Spanish for the last five minutes of class. 
By this time, the class is uproariously loud.  Students are laughing, squealing, passing around 

food.  At 2:22, the scheduled end of class, the teacher yells over the noise, “Guys go to 
class!”  She heads to her desk and sits down. 

Denis: Vámos para la clase (Let’s go to class)  
 This class had had weeks of substitute teachers and these substitute teachers and students 

had developed a particular classroom environment.  I chose to include this snapshot not because 

it is representative of other classes in terms of student engagement or pedagogy.  It is not.  I 

included it because it captures the idea that many people at Voyager felt that Dominicans socially 
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dominated the school.  It was clear that, in general, the Dominican students felt very comfortable 

and happy.  One of the predominant noises during this class was laughter, many times loud and 

sometimes shrieking.  People were passing around food, walking in and out of the class, 

throwing pencils.  Spanish was the dominant language both in use and in volume.  The non-

Spanish speaking students had no linguistic entry into this world.  They could not understand the 

jokes and teasing insults told across the classroom, the heated discussions or rap battles.  It is 

hard to capture in words the atmosphere of the class in snapshot 5, but the Dominican students 

were obviously having fun. 

 
Snapshot 6  
At the end of the class in snapshot 5, which already has a boisterous atmosphere, two Dominican 
students, Kevin and David begin drumming loudly on the table with pencils and the two other 
students at the table join them in performing an improvised rap battle in Spanish.  
Nathaly: Tú me estás improvisando, tú me estás llegando, el bajo a boca me está matando¿tú 

entiendes lo que está pasando? (You are improvising me, you are coming to me, the bad 
breath is killing me, do you understand what is happening?) [laughs] 

David: Oh, lo mató. (Oh, she killed it.) 
Nathaly: Yo no sé.  (I don’t know) [laughter] 
Kevin: Ya me tiraste y ya yo estoy pillado, tú tienes diez dientes y los diez dientes están picados. 

El profesor tiene un bajo a boca que me estás mareando. (You already threw me out and 
I'm already caught, you have ten teeth and your ten teeth are chopped. The teacher has 
bad breath which is making me dizzy.) [laughter] 

Nathaly: ¿Que lo que, que lo que, que lo que, con que lo que? (What’s up, what’s up, what’s up, 
with what’s up?) [laughter] 

David: Este tipo es el que tiene uno que mata. (This guy has one that kills it) 
Denis: Mierda. (Shit) 
Kelvin: Así fue el otro día que me estaba explicando una vaina y me dijeron “what’s your 

name”. (So, the other day I was explaining something and he asked me “what’s your 
name”). 

Nathaly: Ay ay ay [laughs loudly] 
David: Se paso ese hijo de su maldita madre. (He crossed the line, this motherfucker) 
Kelvin: Que bajo a boca, que bajo a boca. (What bad breath, what bad breath). 
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Nathaly: Yo no sé que yo voy a decirte [laughs] que lo que, que lo que, que lo que con que lo 
que llegué con i pero yo llegué aquí hay un bajo a pipi, dale, dale, chamaquito. (I don’t 
know que I will tell you [laughs] what’s up, what’s up, what’s up with what’s up.  I’m 
coming with the i but I came here and it stinks like pee.  Go ahead, go ahead little boy.) 

David: Dale. (Go ahead) 
Nathaly: Dale, dale, dale, este manquito, dale. (Go ahead, go ahead, go ahead, little guy, go 

ahead) 
Kevin: Que lo que, hay un bajo a pipí, aunque tú eres blanca pa mí tú eres de Haití.  Tate manso 

que yo no soy de aquí, yo soy de Santo Domingo pareces un wannabe. (What is it, it 
stinks like pee, even though you are white, for me you are from Haiti.  Chill out, I am not 
from here, I am from Santo Domingo, you seem like a wannabe.) 

Nathaly: Yo no sé que yo estoy diciendo, yo no sé lo que yo estoy hablando, lo que sé es que tú 
me estás involucrando. [laughter] Qué se yo lo que yo estoy diciendo. [laughter] (I do not 
know what I'm saying, I do not know what I'm talking about, what I know is that you're 
getting me involved. [laugh] What do I know what I'm saying [laughter]) 

Nathaly: Ayí, ayí! [laughs] 
Kevin: Y que lo qué, yo no soy de por allá ni de por allí, yo soy de San Francisco . Y que lo 24

que, mano caliente, tú sabes que te pasa, te rompe todos los dientes. Así que tate mansa 
los zapatos parece que tiene dientes. (And what’s up, I am not from here or from there, I 
am from San Francisco de Macoris.  And what’s up, hot hand, you know what will 
happen to you, I will break all your teeth. So, chill out, your shoes look like they have 
teeth.) 

Nathaly: Tú me estás tirando a mí que que se yo que y patatin,pero lo que  tu no sabes es que tú  
zapatos huelen a pipi jajajajajaja [laughs] (You are throwing to me and talk about my 
shoes, but what you don’t know is that your shoes smell like pee [laughs]) 

Kevin: Yo cuando rapeo eso es sobresaliente, este lápiz dice del color de lo que están tus 
dientes.  Así que tate mansa que yo soy bacano, me voy de aquí porque aquí no tengo 
rival. (When I’m rapping, I’m outstanding.  This pencil has the color of your teeth.  So, 
chill out, I am the boss.  I am leaving here because I have no rival) 

David: Y te mato la tipa. (She killed you.) 
Nathaly: Anda a que tu papá, anda a que tu pais, sal de aquí tú me estás improvisando a mí tú 

estás diciendo que nunca has jugado pipí [laughs] (Go to your dad, go to your country, 
get out of here you are improvising me, you are saying that you have never played pee) 

Denis: Tranquilos, estamos improvisando y que lo que, yo vengo acabando, con esta vuelta yo te 
vengo enfrentando. Y que lo que es que estoy cantando, y que lo que improvisando. 
(Quiet, we are improvising and what’s up, I come to finish, with this round I come facing 
you. And what’s up, it is what I’m singing, and what’s up, what I’m improvising.) 

Miss Tala: Calm down, class. 
Denis: Vámonos para la clase. (Let’s go to class)   
!  San Francisco de Macoris (a city in the Dominican Republic)24
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 There was so much going on in that one class that as a single observer I was unable to 

observe what was happening at every moment at every table.  I will focus on just a few minutes 

of the rap battle I witnessed at my table with the understanding that students across the classroom 

were engaged in other activities at the same moment.  When looking at rap battles, 

anthropologists have focused mainly on how members create new meanings about race and 

ethnicity (Alim et al. 2010).  In snapshot 6, I am more interested in how Kevin, David, Nathaly, 

and Denis enact the rap battle as a form of play in the classroom.  By rapping, they were ignoring 

the introductory lesson on writing a personal narrative and creating their own narrative, in their 

own language.  They challenged each other to come up with witty rhyming insults fitting the 

rhythm of the pencil drumming.  They gave immediate feedback on each other’s work “Y te mato 

la tipa. (She killed you)”.  There were many skills involved.  In most classrooms, this drumming 

and rapping activity was quickly admonished, and students stopped.  It was more common in less 

monitored places such as the cafeteria.  This is a rare instance of it in a classroom. 

 Not only was performing the activity in Spanish more natural for them as native Spanish 

speakers, but using Spanish provided them a veil to say things that their fellow Spanish-speaking 

students could understand, but the teacher could not.  Kevin was free to talk in ways normally 

not permitted in a classroom such as using profanity “maldita madre” (motherfucker) and insults 

the teacher “El profesor tiene un bajo a boca que me estás mareado,” (the teacher has bad breath 

that is making me dizzy).  Their exuberant laughter throughout the rapping episode hints at the 

joy these students felt having a secret space within the public classroom to speak freely.   The flip 

side of the inclusion these students perceived was the requisite exclusion felt by the non-Spanish 

speaking students and the teacher.  Students from all language groups spoke with others in their 
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native languages throughout the day; as the largest group, Spanish speakers had greater access to 

more conversations.  As we will see in the next chapter, this linguistic division was one of the 

critical tensions between students of different home languages in the school, interfering with the 

school’s efforts to politically socialize students into a larger whole. 

 
Non-Spanish Speakers Speaking Spanish  
 Voyager was a school filled with students who, according to school records, spoke 26 

different languages.  In practice, there was one dominant language and half a dozen less used 

languages.  Students were curious about the other languages spoken by their fellow students.  

They enjoyed learning greetings, commands, and swear words which they used to build 

relationships with others and to get attention.  Due to the dominant position of Spanish at 

Voyager, students at the school learned some basic Spanish throughout the year; several said they 

felt like they had to learn it just to interact with the majority group socially.  Over the year, 

teachers also learned some basic phrases and words especially in Spanish, but also in some of the 

other home languages. 

 In bilingual or multilingual environments, sociologists have noticed how people alternate 

between languages for specific goals.  Hymes uses the term “code switching” to refer to this 

“alternate use of two or more languages, varieties of a language, or even speech styles” (1974).  

Similarly, Gumperz defines “code-switching” as “the juxtaposition within the same speech 

exchange of passages of speech belonging to two different grammatical systems,” which can be 
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“used to signal group membership” (1982, 59).  Gumperz highlights the social utility of code-

switching as a way of signaling group membership.    25

 Students often used code-switching to accomplish different tasks with their peers.  In 

math class, one February day, I sat at a table with Asad (from Guinée), Abdel (from Togo), 

Moussa (from Mali), and Jennifer (from the Dominican Republic).  Asad and Louisana, a 

Dominican girl at the neighboring table, were flirting. 

Asad and Abdel speak in French about their schoolwork. 
Louisana: [singing] 
Asad: Por qué tu canta? (why are you singing?) [to Louisana] 
Louisana: Mira (look) [she tries to get him to sing along] 
Asad: [he sings weakly along] 
Asad and Louisana: [singing and laughing] 
Moussa: Parate! (stop it!) [to Asad] 
Asad: Sucia! (dirty!, female version) [to Moussa] 
Louisana and Jennifer: [laughing]  

 In this exchange, we see Asad flirting with Louisana.  Asad is from Guinée and his home 

languages are Fulani and French.  He learned some Spanish at Voyager and used it to 

communicate with Louisana.  Using Spanish is a signal to her that he is in her group and 

therefore makes him more approachable.  He asks why she is singing using a Frenchism.  He 

says por qué tu canta which is how you would say it in French: pourquoi tu chantes.  The correct 

Castilian Spanish should be por qué cantas, but she understands and flirts back, appreciating his 

effort at speaking Spanish, helping to teach him the song.  Moussa, a native Bambara and French 

speaker, tired of these distractions and wishing to get back to his math work, used some Spanish 

he learned at Voyager to tell Asad to stop.  Asad fights back calling him “sucia,” or dirty (using 

 Code-switching should not be confused with “translanguaging,” which Bartlett and García use to refer to a 25

“pedagogy that intentionally uses two languages flexibly in a bilingual arrangement that promotes bilingualism and 
biliteracy” (2011, 17).

!138



the female form of the adjective).   This is a mistake.  It should be sucio, but everyone at the 

table understands and the Dominican girls, for whom this display was performed, laugh.  Here 

we see African students using French when focused on work, but switching to Spanish when 

performing and flirting with the Dominican girls.  This code switching was usually done by non-

Spanish speakers to get something from the Spanish speakers, whether it was attention or to get a 

Spanish speaker to do something. 

 The most common Spanish phrases students learned were those that are the most 

commonly used by Spanish speakers and those that were socially useful.   Dominican students at 

Voyager often used greetings such as Hola (hello), commands such as ven aca  (come here), 

exclamations like coño (damn), curses like mierda (shit), and insults like maricon (gay), stupido 

(stupid), and mama huevo (suck my balls).  The phrase callate (shut up) or callate la boca (shut 

your mouth) were also common.   Romantic language such as te quiero (I love you) was also 

often used in a joking manner.   Non-Spanish speaking students heard these words and phrases 

continually and quickly learned their meanings and how to use them.  Students learned that these 

phrases were particularly helpful to interact with others and build camaraderie. 

 Many Spanish speakers expressed appreciation that non-Spanish speakers made an effort 

to learn some phrases in Spanish.  They noticed which students made an effort to learn Spanish.  

Non-Spanish speakers commonly used Spanish to explain the directions or to teach an idea to a 

Spanish speaker.  Spanish speakers liked this because then they felt like they could communicate 

better with these students.  Spanish-speaking students were more willing to listen to someone 

who made an effort to speak to them in their home language.  Students expressed that saying 

callate to a Spanish speaker worked better at getting them to be quiet than saying “shut up” or 

!139



“be quiet.”  While saying callate was seen as a rude way of asking, from the students’ 

perspective, at least the speaker was making an effort to speak in Spanish. 

 Interactions with others with different home languages allowed for a particular type of 

play as well.  Students often requested others translate a particularly useful word into their home 

language.  A student might ask another, “How do you say ‘hello’ in Spanish?”  Many times the 

student gave the appropriate translation, and the first student used it.  However, at times the 

translating student would use this as an opportunity to play a joke on the student requesting the 

translation.  The translating student might say puta madre (your mother is a whore) as the 

translation for “hello.”  The resulting drama that ensued when the original student innocently 

insulted the person he is trying to say “hello” to was a source of great amusement to the 

surrounding students. 

 While student learning of Spanish was the most visible (or audible), students did learn 

phrases from the other home languages as well.  African students mentioned how Spanish 

speakers learned a little French.   In addition to greetings like bonjour (hello), one favorite 

French phrase, echoed in an old pop song, is voulez-vous couchez avec moi? (would you like to 

sleep with me?).  Spanish speakers liked interacting with students with non-Spanish home 

languages as they felt like they could learn more about “different cultures.”  Some Spanish 

speakers mentioned that they would like to learn French because many words were the same in 

French and in Spanish.   

Romance was a perennial topic among the students, and they recognized language as a 

barrier. One Dominican girl proposed that she should learn Arabic because “I want an Arabic 

boyfriend” (laughing). While most of these conversations between friends were not acted upon, 
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there were a few students who actively searched out pick up lines in other languages and those 

who engaged with friends of their love interest or even staff for advice on how to approach.  The 

assistant principal mentioned how a Dominican student “was telling me that he liked a particular 

girl that was from Bangladesh.  He was asking me, to see if I could, if I knew what was 

acceptable or not, in order to talk to her because she is shy.”   

 Students informally learned basic vocabulary and phrases in multiple languages.  

Students showed excitement in learning languages.  They saw knowing numerous languages as 

essential at the school and in life.  Many students wanted the school to offer formal classes in 

foreign languages as a part of the curriculum.  Notably, the INPS model did not provide for this 

interest. 

 
The Disadvantages of Belonging to the Dominant Social Group  

 There were considerable advantages to being in the dominant social group.  Students who 

spoke Spanish, especially those from the Dominican Republic, had many other students and staff 

who spoke their home language.  These students tended to quickly create relationships 

friendships with other students at the school.   They tended to express comfort with being at the 

school.  

However, there were notable disadvantages.  As previously noted, Dominicans did not 

participate in extra-curricular activities as much as students from other groups.  With some 

exceptions, they lagged considerably academically as well.  Most significantly, they did not learn 

English as quickly as other students. 
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 Miss Yajaira, the parent coordinator, had spent a year at a dual-language middle school.  

When asked to compare the Internationals model of Voyager with the dual-language model of the 

school she came from, she noted, 

The [Internationals] model may work for some, but not all.  It works for most... I 
do think that some students might benefit from a bilingual program where they 
can learn in their native language as well.  But you know [the Internationals 
model] does work for a lot of them, too.  And I've been happy to see students who 
came in in September who are speaking English now at the end of the school year. 
That's pretty nice to see that as well.  So, I think, depending on the student, they 
may or may not benefit.  

Some Spanish speakers expressed to her that they wanted to leave the school because, she 

explains, “They're like, ‘I'm not learning English because everyone's speaking Spanish’ [laughs]  

So, I've heard that a lot.  I've had parents tell me the same thing.  So, I definitely see how... being 

in that environment could be a hindrance.  I mean, if you are trying to learn English and 

everyone around you is speaking Spanish.”  While some students may feel more comfortable 

with students that share their own background, some students and staff expressed the idea that 

there may be a disadvantage of being a member of the majority group at the school.  They 

suggested that students that were from the most prevalent home country, the Dominican 

Republic, or those that spoke Spanish, the most prevalent home language, may have challenges 

due to being in the majority. Miss Yajaira stated, 

I think that one of the downsides of it is definitely the fact that a lot of our 
students get comfortable.  Because you know, you kind of feel like you can 
survive because you have your peers who speak your language and most of them 
are able to follow what you're saying.  It's kind of like you get away with a lot 
more because you have that, I'm going to call it support.  So, it makes it a little 
easier to kind of fall back and say, ’I don't need to learn English because everyone 
around me speaks Spanish, so why do I need to learn English.’  So, I think 
sometimes, that can be a bit hindering for some students.  
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Spanish was not only prevalent in the school, it was also prevalent across New York and 

particularly in the South Bronx. Thus, Spanish-speaking students felt less urgency to learn 

English. 

 On the flip side, Miss Yajaira noted, “I do agree that some of our students from the lower 

incident languages do learn, pick up the English language a lot faster than our Spanish speakers 

because, maybe because that is their only way to survive right now.”  Another teacher, Miss 

Marlene, mentioned a similar idea, “One of the reasons that the Arabic, the West African students 

are able to pick the English up is because they’re forced to because they don’t have another 

choice... If they don’t pick up the language and ... struggle through it, then we’re really all 

screwed because they can’t communicate with us any more than we can communicate with 

them.”  For Spanish-speaking students, however, they have teachers who “speak to them in 

Spanish all the time, or whenever necessary.”  Because of this “they’re never forced to struggle 

with” learning English.  This brought up a challenge for Miss Marlene as to how much Spanish 

she should use with her students and how much she let “them struggle through it.” 

 Students appreciated having people who shared a common language and regional 

background when they came to the school not knowing English.  However, 10th graders, such as 

Habibul, Fatou, and Salamatou said that they appreciated having students with other home 

languages so that they were forced to speak English.  Miss Yajaira noticed that those students 

who had fewer fellow countrymen at the school picked up English faster, whereas Spanish 

speakers tended to advance more slowly in English acquisition because they had so many others 

who could either communicate to them in Spanish or translate to English for them.  As we saw in 

the previous chapter, when teachers created groups for their classroom, every Spanish student 
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would have at least one other person in their group of 4 with which to speak Spanish.  This 

created an environment for the Spanish-speaking students in which English was not necessary 

for communication with peers.  Other groups did not have this situation and were sometimes in a 

classroom group which had no one else that spoke their home language; to communicate, they 

would have to speak English, or in some cases Spanish.  Also, many teachers knew at least a 

little Spanish and some were native speakers, so they could also communicate with teachers in 

Spanish.  This was not the case for the French and Bengali speaking students. 

 
Conclusion  

 Voyager’s multilingual students were taught in English.  Students used language in 

intentional and unintentional ways to interact with their peers and negotiate relationships.  The 

Spanish speakers were in the majority, and many of the staff members spoke Spanish.  Non-

Spanish speakers faced more pressure to learn and speak English, as there were fewer members 

of the school that spoke their language.  Anecdotal evidence suggests these non-Spanish speakers 

learned English more quickly than their Spanish-speaking peers;  they also learned some Spanish 

to get along socially.  Many students developed a small repertoire of words in several languages 

to connect with others and to get attention.  The school did not offer language instruction in any 

language other than English, despite continual student interest.  Learning English quickly helped 

students who spoke languages other than Spanish advance academically. 

 In the next chapter, by looking at honor roll lists, we will check to see if minority 

language groups do in fact succeed at higher rates on Voyager-produced measures of success and 

failure.  We also ask whether different language groups show different levels of engagement in 
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school as measured by participation in after-school programs.  We explore how staff used after-

school programs to teach students into Internationals schools norms, such as collaboration, and 

the extent to which participation in after-school programs is connected to students’ academic 

success in the classroom.  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Chapter VIII - ACADEMIC SUCCESS AND ENGAGEMENT: 
  THE PRINCIPAL’S LIST AND STAYING AFTER SCHOOL    

 So far in this ethnography I have avoided issues of success and failure, because my 

purpose is not to answer the question, “Why does Johnny fail?” (Varenne and McDermott 1998).  

Following NYCDOE policy, staff at Voyager assigned grades to students for each subject at the 

end of each of six “marking periods”.  In addition, they calculated grade point averages and used 

these to compose honor roll lists.  The principal had these lists professionally printed and posted 

them predominantly in the hallways.  This created certain winners and losers;  success and 

failure were not equally distributed across the peer groups.  As we saw in chapter 6, the social 

sphere of the school was dominated by Dominicans.  In this chapter, we will look at the 

academic realm to see how success and failure were created.  In this chapter, I argue that in after-

school programs, students are socialized into Internationals practices, such as “collaboration” 

which help them achieve academic success in the classroom.  I also argue that being a member of 

the language majority group puts students at a disadvantage in terms of learning English and 

academic success in the classroom. 

 
Systems of Assessment  

Grades and Report Cards  
 The academic year was divided into two semesters and each semester was divided into 

three grading periods called “marking periods.”  To assess students’ work, teachers assign a 

grade at the end of each marking period to each student for each class.   The designations were:  

Exceptional, Good, Competent, and Needs Revision.  These grades were then converted into a 
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percentage grade.  The administration generated a report card at the end of each marking period 

with teacher-assigned grades for each class.  These report cards were shared with students and 

parents and used to create an honor roll and principal’s honor roll lists.  The first two report cards 

of the semester were called “progress reports” and are not recorded permanently on student 

transcripts, and the third is called the “final report card” for the semester.  Grades from the final 

report card for each semester were recorded on their academic transcripts. 

 
Honorary Lists  
 The school calculated a grade point average (GPA) for each student for each marking 

period.  This grade represented an average of their course grades for that marking period.  The 

administration created lists of students to celebrate their academic success and attendance.  

Students who had a “93-100% GPA” for a particular marking period were put on the “Principal’s 

Honor Roll.”  Students with an “84-92% GPA” are put on the “Honor Roll.”  Students who had 

no absences during the marking period were put on a “Perfect Attendance” list.  These lists were 

professionally printed and hung in display cases in the hallway. 

 
Roundtables  
 As an Internationals school, students at Voyager were evaluated at the end of each 

semester by a portfolio project and presentation process known at Voyager as “roundtables.”  

During the month before roundtables, students prepared a powerpoint presentation for a project 

for each of their academic classes: art/theater, science, math, English, and global history.  For 

theater, students created a diorama representing an aspect of set design. They did not present 

roundtables in health or gym. 
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 At the end of the semester, the NYCDOE set aside a week for schools to give Regents 

exams.  During this time, there were no classes.  Voyager used this week to schedule roundtables 

when students were not taking Regents exams.  At each one, there were about three presenters, 

three student observers, and a teacher.  At some roundtables, there were other adults, such as 

visitors or other staff members.  Each student prepared one project for each subject area.  Each 

presenter presented two projects at the roundtable: one from a subject they chose and one subject 

they picked randomly from an envelope.   

 After the two presentations, the presenter left the room, and the teacher lead the panelists 

in an evaluation of the presentation.  A rubric, designed by the school, used across all subject 

areas that designated how to assign a grade to the presenter.  Possible grades were Outstanding, 

Good, Competent, and Needs Revision.  Panelists then discussed the presentations and came to a 

consensus about the grade. The presenter was then invited back in and given feedback on their 

presentation by the panelists. 

 
Regents Exams and NYSESLAT  
 Students at Voyager were required by New York State to pass five Regents Exams in 

order to graduate: one in science, math, and English as well as two in history (United States 

History and Global History) .  Students were given Regents Exams in January and June.  In 26

January, 10th graders who were deemed prepared by the math team of teachers took the 

Integrated Algebra Regents.  In June, most 10th graders took three Regents exams:  Living 

 At the end of the 2013-2014 academic year, the New York State education department announced that students at 26

all of the Internationals schools, including Voyager, would only have to pass one math and one English Regents 
exams and could use their project-based assessments (called “roundtables” at Voyager) in lieu of the previous 
requirement of passing all five Regents exams.
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Environment, Integrated Algebra, and Global History.  The science, math, and global history 

courses at Voyager were seen as two-year courses, at the end of which, students would be able to 

take and pass the corresponding Regents.  Because of this, no 9th graders took Regents exams.  

There were plans to give the English and United States History Regents exam to the future 11th 

graders.  The English Regents was delayed to allow students’ English levels to improve enough 

to be able to pass the exam. 

 All students at Voyager were classified by the NYCDOE as ELL students.  Each year 

New York State assessed the English level of ELL students in public schools with an exam 

known as the New York State English as a Second Language Achievement Test (NYSESLAT).  

This test had four parts, corresponding to the four modalities of language:  Speaking, Listening, 

Reading, and Writing.  The four sections of the test were given in the middle of the Spring 

semester during the regular school day.  Students who passed the test were no longer considered 

ELL students.  This was referred to as “testing out.”  ELL students were mandated by the state to 

get certain testing accommodations for Regents exams, including extra time on the test (such as 

time and a half, or double time), human translators, and translated editions of the exams.  Having 

translated editions was of limited use for several reasons.  First, New York State only translated 

the Regents exams into five languages ;  the students at Voyager who spoke languages other 27

than Spanish could not rely on translated copies of the Regents exams.  Second, class instruction 

at Voyager was in English, so subject-based vocabulary was primarily taught in English.  Third, 

students did not necessarily read and write their home language.  These language challenges 

were mitigated to a certain degree by the school’s decision to hire additional human translators 

 Regents exams were available in five languages:  Chinese, Haitian Creole, Korean, Russian, and Spanish.27
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who would sit in the hallway during the exam and verbally translate portions of the exam for 

students.  Students who tested out of their ELL status continued to get the testing 

accommodations for two years.  Thus, most Voyager students were eligible for accommodations 

on Regents exams. 

 
Student Engagement of Different Social Groups  

 We have seen previously that students grouped themselves into linguistic and regional 

groups.  This grouping was relevant in how students saw themselves and others and how they 

talked about their experiences at the school.  Was this grouping also relevant when speaking 

about student engagement and student success?  Were members of each group engaged in the 

school to the same extent and were they equally successful?  If not, how did this influence how 

members of groups saw themselves and members of other groups? 

 One proxy for student engagement in school was attendance in tutoring and other after-

school programs.  Here we assume that the greater the participation in after-school programs of 

students from a particular group, the greater the engagement of group members.  Participation in 

extra-curricular programs  was strong.  On average, per week, there were six sessions available.   28

At least 163 of the 198 students (82%) took advantage of these programs.  Students, on average, 

attended around 8.5 sessions over the year.  Boys and girls were equally represented in attending 

with around 8.5 sessions each.  When looking at attendance in these programs by social group, 

there were considerable differences.  The Arabic students attended the most sessions for an 

!  The extra-curricular data does not represent the full range of school-related activities in which students 28
participated.  For example, my data includes tutoring sessions and clubs, but does not include participation in 
campus-wide sports teams, such as girls wrestling, basketball, baseball, and soccer, as I do not have detailed 
attendance information about these.
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average of 25 total sessions per student.  Bengali students were next with 19 sessions per student.  

Africans were at 15 sessions, and Spanish Speaking group attended 5 sessions per student, on 

average. 

 One teacher noted that “while we have a big group of kids that come to after school, it’s 

always the same kids.”  She said, “most of the students who have stayed for after-school have 

been West African.  A lot of our Bangla students and our growing Arabic population has been 

staying.  A lot of our Dominican kids have not stayed, and if they have, it’s been for programs... 

like chorus or drumming or dance or music.”  This puzzled her, and she said, “I don’t know why.  

They just won’t come.” 

 
Student Achievement in Different Social Groups  

 To what extent do the different groups succeed academically in the school?  As with 

school engagement, there were considerable discrepancies between which groups as far as 

representation on visible signs of academic success.   

 
Gender Parity on Both Honor Rolls  
 The school was made up of 55% boys and 45% girls.  Looking at the honor roll and 

principal’s honor roll, the students on the honor roll and principal’s honor roll reflect this same 

proportion.  As far as gender is concerned, boys and girls were equally represented on both the 

honor rolls. 

 
9th vs. 10th graders and Academic Success  
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 At Voyager, 10th graders and 9th graders were put in the same classrooms.  Each 9th/10th-

grade class represented a two-year course where students would enter as 9th graders sharing the 

class with students 1 grade above them.  Then the following year, they would take the same 

course, but this time have half of the students be new, incoming 9th graders.  Tenth-graders at the 

school did better academically than 9th graders,  according to the honor roll and especially the 

principal’s honor roll.  54% of 10th graders made the honor roll compared with 41% of 9th 

graders.  For the principal’s honor roll, 17% of the 10th graders made it, whereas only 5% of the 

9th graders made it. 

 
Social Groups Unequally Represented on Honor Rolls  
 The African and Bengali students were at the top of both the honor roll and the principal’s 

honor roll.  83% of Bengalis were on the honor roll at least once, and 81% of African students 

were.  For the principal’s honor roll, 33% of Bengalis had achieved this at least once, and 28% of 

Africans had.  The Spanish and Arabic speakers fared much worse.  36% of Spanish speakers 

achieved the honor roll and only 3% were ever on the principal’s honor roll.  Of the Arabic 

speakers, only 17% of them achieved the honor roll and the same number the principal’s honor 

roll. 

 
Peeling Back the Curtain  

After-school programs often supported the academic work and students who were active 

in after-school programs were those most often found on the honor rolls.  Internationals schools 

students are expected to work in groups “collaboratively” to complete projects.  The school 
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highlights its importance by posting a professionally printed sign titled, “We Collaborate...” in 

the hallway over a group of pictures of Voyager students engaged in collaborative activities.  

Students were given many chances in classes to collaborate.  Teachers assigned group projects 

where students were expected to collaborate.  In the Fall, students were taken to a camp outside 

of the city for a day to do a Outward Bound activities with the express goal of building teamwork 

skills.  While students were expected to collaborate together on projects in their classes, students 

were rarely explicitly taught the skills needed to collaborate effectively in the classroom. 

After-school clubs provided an opportunity for students to be mentored more closely.  

This included more opportunities to collaborate and build teamwork.  One example of this was 

when Mr. Steven (a history teacher and sponsor of Student Government club) realized that 

members of the student government were doing more fighting and yelling and over-talking then 

“collaborating” to decide such things as what daily themes (such as pajama day or twin day) to 

have for “spirit week.” To help students understand what he considered to be effective behavior 

during a meeting such as being quiet while another person speaks, he devised a “lesson” to send 

three members of the Student Government club to observe a “model” meeting of teachers and 

report back to the club..   

Snapshot 7  
After school, I head over to the history class to observe a meeting of the Student Government 
club.  Twelve students are seated.  Mr. Steven, the history teacher, stands near the whiteboard and 
addresses the members of the club.  He expresses how he has had a “big headache” because 
students in the club “are talking over the top of each other.”  He explains that he sent three 
members of the Student Government club to observe a meeting of teachers as “an example, a 
model for what to do.”  Mr. Steven asks Fatou, one of the three who observed the teacher 
meeting, to report back to the other members of the Student Government club.  
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Fatou:  Today, we went to the teacher meeting.  She opened the meeting.  Miss Aicha was 
saying.  And then they were all giving their opinions.  They talked about... I see when one 
teacher’s talking all the rest respect… 

Male student: Is she kidding? 
Fatou:  Please don’t do that to me.  When one teacher’s talking all the others just be quiet and 

listen to what she or he has to say.  And then give their opinions. 
Mr. Steven:  Before you do a reflection.  Awa or Salamatou is there anything else that you saw 

that she didn’t mention.  What did you see? 
Salamatou:  For example, if one teacher gives an idea, the other teacher tried to support his idea.  

And also, they worry about each other because some of the teachers doesn’t know what 
to give to the students.  So, they talk give each other good ideas about the project or the 
Regents. 

Mr. Steven:  Wow, so we kind of pulled back the curtain a little bit.  You got to see the internal 
discussions that they’re thinking about.  Isn’t that interesting?  Isn’t that great? 

[Discussion continues for 5 more minutes. Students get increasingly loud. One screams “Oh my 
God!” There is loud laughing and more screaming.] 

Salamatou: [Turns to me]  This is the real meeting. 
Mr. Steven:  Salamatou, Awa, and Fatou.  During the teachers meeting… 
Students:  Shhhhhh [to other students talking] 
Mr. Steven:  Was there a moment where somebody said something and all the teachers went 

“Aaaaah” [starts banging on the table] 
Students start yelling excitedly. 
Salamatou:  Oh, no, no, no, no.  That didn’t happen in the meeting.  They listened to each other 

and…you know, professional people.  
 In Snapshot 7, we see the contrast between how Fatou and Salamatou describe the 

teachers’ meeting they observed and the Student Government club meeting.  Salamatou 

commented, “when one teacher’s talking all the others just be quiet.”  Later in the meeting, we 

see the club meeting degenerate into shouting.  Salamatou turns to me and says, “this is the real 

meeting.”  Students, in this scene, are getting an education in the “collaborative” skills of how to 

“be quiet” when others are talking and to “support [other’s] ideas.” 

 As mentioned earlier,  African, Bengali, and Arabic students participated more on a per 

student basis than the Spanish speakers.  The demographics of the Student Government club was 

in line with this, being mostly composed of African students.  Students who attended after-school 

!154



programs had more opportunities to build on skills necessary for their academic success in the 

classroom, such as “collaboration.”  In addition, students had a chance to build stronger 

relationships with the teachers running these after-school programs.  In all, participation in after-

school programs provided students with more access to building the skills necessary to be an 

academically successful Internationals student.   

 
 
The Yemeni-American Teacher  
  There might be several explanations for the high presence of Arabic Speakers in extra-

curricular activities.  First, there was Miss Aicha, a Yemeni-American teacher at the school who 

spoke fluent Arabic and English.  She ran more tutoring sessions than other teachers.  Many 

weeks she ran two tutoring sessions.  While students from all social groups attended her tutoring, 

because of her background she was able to create a particularly welcoming space for the Yemeni 

and Iraqi students to get help from someone who shared their background as well as understood 

their home language.  While she attempted to speak to them in English, she was able to 

understand their questions and answers in Arabic and helped them translate their thoughts from 

Arabic into English as well as translating ideas and vocabulary from English to Arabic. 

 Miss Aicha had come from Yemen herself, attended an Internationals school, graduated, 

attended college, and was now teaching at another International High School. She acted as a role 

model and a bridge between where they were coming from and where their academic success.  

One reason for their engagement with the school is that Yemeni and Iraqi students appreciated 

this teacher’s common language and background and maternal demeanor towards them and took 

advantage of her as a social and language resource.  In addition to tutoring help, she also ran and 
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oversaw the Arabic club as well as the MY NYC club.  These clubs provided a space for Arabic 

Speaking and Muslim students to socialize.   

 Due to her background, Miss Aicha was associated closely with the Arabic Speakers, but 

also with the African and Bengali students because of their shared religion, Islam.  Students who 

did not speak Arabic and were not Muslim were much less likely to be at her tutoring sessions or 

her clubs.  While her classrooms were full during her tutoring and club sessions, only a handful 

of Dominicans and other Spanish-speaking students ever attended.   

 Many students expressed a desire to have teachers and staff who shared their background 

so that they could have someone who understood them and could act as a guide between two 

worlds.  The Bengali students expressed a wish to have a Bengali teacher.  They appeared jealous 

of the Yemeni students, who had Miss Aicha.  African students expressed an appreciation of my 

presence in the class because of my experience living in Africa and teaching in a French school 

system there.  Several times in class, I sat with students who expressed frustration when a teacher 

would respond to a student’s question with the question, “What do you think?”  The student was 

expecting an answer.  I would explain to the student how this was a different way of teaching 

where the teacher was trying to get them to be able to think through a problem themselves.  By 

explaining that this teacher behavior was intentional and meant to help them develop as learners, 

I was able to help them understand how to bridge the two systems to be able to be successful at 

Voyager.  They had Kalidou, who was a staff member at the school.  However, he acted more 

like a disciplinarian, creating conflict with some African students.  The West African students 

spoke about wanting teachers familiar with the French school system in their home countries.  
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They felt like a permanent teacher with a shared background could acknowledge their previous 

learning and help them learn in this new environment. 

 
Conclusion  

 In this chapter, we have seen that there were strong discrepancies between the academic 

achievement between social groups, although there was no distinguishable differences along the 

lines of gender.  Students in the Spanish-speaking social group was the majority group and 

performed lower on school indicators of success such as honor rolls.  These students also had a 

lower participation in after-school activities which may point to a lower engagement in the 

school.  This ethnography is designed as a description and is not meant to evaluate, but these 

conditions raise the question of whether the school environment is partially responsible for the 

discrepancy in school measured success and engagement.  In the next chapter, we will come back 

to the research questions and see, after looking at the data presented in chapters five through 

eight, how newcomer adolescents socially, linguistically, and academically fare at Voyager. 
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Chapter IX - CONCLUSION   
 This ethnographic study permitted me to suspend my beliefs as a teacher in an 

Internationals school and try to step into the shoes of Voyager students to understand their 

experiences and to see how they navigate school policies and structures, a multilingual 

environment, and their peers.  I was neither a “total newcomer” nor a “complete 

participant” (Latour and Woolgar 1979, 44).  I now appreciate the mental and physical endurance 

involved in being an Internationals student.  Sitting in hour-long classes was mentally exhausting 

for me, and I had the advantage that the language of instruction was in my native English and a 

graduate-level education to bring to bear on the concepts.  For Voyager students, it visibly took 

mental stamina to engage in those same lessons in a language they were just learning, especially 

when many lacked the educational background needed to engage with the concepts.  Walking up 

and down four flights of stairs to go to up to classes, down to lunch, up to classes, down to the 

gym, up to after-school classes and back down to go home required a more physical kind of 

endurance.  When I asked Erika, a Dominican 9th-grade student, what the life of a student was 

like, she summarized it in three words, “Boring, hard, and funny.” 

 For Pollack and Levinson, anthropologists of education “inquire more than many other 

anthropologists into the fate of young people, about their enculturation and socialization, and 

about habits of human behavior and relationships of power that are taught and challenged in 

schools as cultural sites.” (2011, 1-2)  As discussed in the introduction, much research in the 

domain of anthropology and education of the schooling of newcomers has focused on newcomer 

student academic success.  Noguera captures this prevailing focus when he writes, “If we 
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succeed in educating ELLs effectively, it is likely that we will develop solutions that can work 

for all students.” (2003).  However, this focus on academic success is limited.  First, it brackets 

off entire areas of students’ lives;  second, it does not consider students’ own goals;  third, it 

relies on a very limited notion of “success.”  Varenne, McDermott, Koyama, and others have 

done important work uncovering ways that “failure” is a social construct and to a certain extent 

designed into schooling systems (Varenne and McDermott 1998; Koyama 2011).  As an educator 

of newcomer adolescents, I am very concerned about their current and future well-being.  Instead 

of wondering why some are failing, I focused on how they learn to be students in a completely 

foreign system.  As Suárez-Orozco et al. state, immigrant students must “learn a new land” even 

as they learn about “teachers and peers from the majority culture,” “newcomers from other parts 

of the world,” “academic knowledge,” and official and unofficial lessons (2008). 

 For Dixon, Borman, and Cotner, the “perennial challenge to anthropologists of education 

is the capacity to carve out a space within educational research as a whole that foregrounds the 

importance of understanding social processes that influence the ways individuals and groups 

affect and are affected by education policy mandates at different levels” (2009, 90)  The first of 

my goals for this ethnography was to trace how a network of actors, including politicians, 

funders, researchers, and educators worked to bring into being organizations, policies, rubrics, 

and eventually a school.  I was interested in uncovering how the resulting policies and structures 

were translated to and by staff members into real experiences for newcomer adolescents in one 

high school in New York City.  My second goal was to reveal how these students worked to 

“figure out what to do with what they [found]” (Varenne and Koyama 2011).  To a certain extent, 
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this paper is an attempt to “study up” and “study down” (Nader 1974) —to tell a story of what 

students found when they got to the United States, how it got that way, and what they did with it. 

 
Making a School for Newcomers  

 Chapter IV showed that Voyager is the result of many interconnected actors shaping and 

influencing each other.  We saw how educational research on small schools in the 1980s and 

1990s was used by non-profit organizations with large financial resources such as the Gates, 

Annenberg, and Carnegie Foundations to explain spending money on other non-profit 

organizations such as New Visions for Public Schools and the Internationals Network for Public 

Schools.  This research was also used by Bloomberg to develop and defend his Children First 

initiative which implemented a host of reforms including breaking up large comprehensive high 

schools and supporting the creation of many new small high schools. 

 Voyager was created during a wave of new Internationals school openings by INPS.  Its 

policies and structures were dictated by traditions of the original three Internationals high 

schools;  education research in the 1980s and 1990s based on these recommendations which 

suggested an assets-based pedagogy and practices to support language learning for non-English 

speaking newcomer adolescents.  Education research at the CUNY Graduate Center provided 

positive reports of high graduation rates at Internationals schools further drawing the attention of 

large funding non-profits to INPS. 

 The Gates money provided funding to increase staff at INPS, giving the human resources 

needed to develop documents to codify the practices and philosophy of Internationals schools.  

These documents, in turn, were used to develop professional development modules and to 
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otherwise train incoming teachers new to the Internationals approach and to evaluate current 

Internationals classroom teaching. 

 Voyager acted not only as a recipient of these INPS practices and philosophies but passed 

them along to staff creating other Internationals programs by hosting visitations and maintaining 

communication lines.  The Internationals approach was then discussed and staff decided how to 

implement it at Voyager.  This was continuous work that happened in staff meetings, department 

meetings, and principal classroom visits and debriefs.  One example of this is that members of 

the INPS regularly used the discourse of assets-based education.  Many were familiar with 

Valenzuela’s research on subtractive schools (1999) and articulated an appreciation for the assets 

that students brought, rather than concentrating on their deficits (i.e., ELL status, interrupted 

schooling, low SES households, etc.).  Teachers created lessons and projects, planned 

assessments, created classroom routines, and organized rountables and Regents prep sessions 

referencing, using, and challenging the Internationals approach.  In the hallways, classrooms, 

library, cafeteria, gym, and school bus, students encountered the environment created by all of 

these actors, policies, and documents.  And then they acted. 

 
Two Schools in One  

 This ethnography addresses a central question in newcomer education in America, “How 

do we integrate diverse groups of people into a larger whole?”  To the literature on immigrant 

education, and specifically the literature in Internationals schools, it adds two insights.  First, the 

experiences of newcomer adolescents in INPS schools differs significantly, based on language 

and nation of origin.  Second, the idealized model of an INPS school, which has been widely 
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praised in the literature, is often fractured or interrupted by students in practice.  Anthropologists 

of education have long used ethnography to show how students within the same school can have 

very different experiences (e.g. Eckert 1989; Varenne 1982);  this had yet to be done for an 

Internationals school, until now.  Further, none of the previous school studies of Internationals 

schools have looked at students experiences and agency in a school with a multi-lingual foreign-

born population. 

 In the case of Voyager, as I documented in chapters V-VIII, the students are becoming 

Internationalized, not in a single monolithic way, but in ways that depend on their home country 

and home language.  Within the first day of arriving at Voyager, students create strong 

associations with particular other students.  While students use egalitarian language to describe 

other students such as “we are all the same,” their strongest connections are with peers that are 

more similar (Heider 1958; Newcomb 1961) in terms of home country, language, and gender.  It 

is these peers with which they form what Schofield calls “friendship,” or a “deeper form of 

mutual relatedness;” with others, they form “smooth associations” (1981:83).  In this way, we 

see at Voyager what Freeman calls “friendship segregation” (1972:414) where friendships fall 

along lines of certain salient social categories, which for Freeman was class, while at Voyager it 

was home country, language, and gender. 

 The actions of individuals forming these associations in combination with the particular 

demographics of school, the result itself of immigration patterns and enrollment policies, 

collectively created a particular environment at the school which was another thing that the 

students had to deal with.  Enrollment policies for Voyager, as with all Internationals schools and 

academies, dictated that students were chosen that had been in the country for less than 4 years 
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and come from a non-English speaking country (though, notably, a few students at Voyager did 

not fit these criteria).  The table on page 48 shows the resulting student body for Voyager in its 

second year.  These were the peers that students found upon entering.  With these peers, the staff 

and the other elements of their environment, students created a school that had two distinct 

domains. 

 The first domain was the social.  This domain was, for the most part, run by the 

Dominican students.  Dominicans made up 57% of the population, with an additional 14% 

Spanish speakers from Central and South America.  Dominicans and non-Spanish speakers acted 

in certain ways given this pervasive environment.  For Dominican students, this provided a 

familiar atmosphere where people spoke Spanish with laughter and fun.  We see examples of this 

in the classroom in snapshots 5 and 6 and the school bus in snapshot 3, but it was present to a 

lesser degree in most classrooms.  For Dominicans, there was always someone nearby to talk to 

in your native language and people who would share your childhood experiences growing up in 

the Dominican Republic. 

 For non-Dominicans, this atmosphere could be isolating.  Bengali students were so few 

that there were only two in a classroom and due to heterogenous seating, rarely sat together in 

class.  As we see in snapshot 3, the presence of a large group of boisterous and joyous students 

who were distanced from Fatoumata by language and childhood experiences just enhanced 

Fatoumata’s feeling of loneliness.  Neelima described feeling “scared” and “nervous” to talk with 

the Spanish or African students, commenting “if I say something, they’ll kill me.”  However, 

these non-Dominicans did find other students who spoke their home language and shared a 

common background.  They made a space within the social domain of the school, and they 

!163



generally expressed positive attitudes about their school.  At Voyager we see, rather than a 

“melting pot” where students are homogenized, more of what Laubeová (2000) describes as a 

“goulash.”  Voyager’s “goulash” had a distinctive Dominican flavor where students developed a 

certain proficiency in Dominican Spanish to meet their social and academic needs. 

 While the documents produced by Voyager touted having students with 26 different home 

languages, in a practical sense, only four main languages were spoken with any regularity in the 

school:  Spanish, French, Bengali, and Arabic.  Many of the 26 languages were spoken only by 

one student.  This was the case of Indonesian and Twi.  As a result, there was no practical venue 

to use these languages educationally.  Other languages, such as the African languages Soninke, 

Fulani, and Wolof, had several speakers.  However, these were rarely used because of a 

confluence of three conditions:  (1) there were only a few of these speakers, (2) most African 

speakers spoke French as well, and (3) conversations often involved more than just two speakers.  

In most cases, Soninke, Fulani, and Wolof speakers would speak to other Africans in French to 

keep the conversations more inclusive. 

 For the same reason that the minority home languages were rarely spoken, besides 

English, Spanish was the “lingua franca” of the school.  In fact, it was the one language, in 

addition to English, that most students learned.  This was out of practical necessity.  First, 

Spanish speakers were able to get through their daily interactions in Spanish.  They had a large 

number of peers that they could interact with in Spanish.  In addition, many staff members were 

either native Spanish speakers or had at least a rudimentary grasp of the language.  If necessary, 

unlike speakers of other languages, Spanish speakers could get some instruction in Spanish.  

Non-Spanish speakers, to communicate with their peers, used English or Spanish.  As described 
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in chapter 7, non-Spanish speakers would learn enough conversational Spanish to get their needs 

met with their peers.  In addition, many students, out of curiosity, and the desire to impress or 

joke, learned a few socially useful words or phrases in different home languages of other 

students.  When discussing schools and plurilingual environments, researchers like García, 

Bartlett, and Kelifgen (2007, 219) focus on “plurilingual literacy strategies” as implemented by 

the school.  This ethnography adds to this how the students themselves are implementing their 

own plurilingual strategies to achieve cultural competencies. 

 Non-Spanish speakers faced more pressure to learn and speak English as there were 

fewer members of the school that spoke their language.  Evidence from this ethnography 

suggests that students with fewer fellow students that spoke their home language learned English 

faster and were more academically successful at the school.  The dominant Spanish group, was, 

as a whole, more dominant socially, but, with some exceptions, less dominant academically and 

in clubs.  While students in the largest social group, the Spanish Speakers, were very comfortable 

at the school and had many social supports, members of smaller groups learned English faster 

and performed better academically.  Having so many fellow Spanish speakers may have taken 

away the urgency to learn English.  As a consequence, Spanish-speaking students at the school 

learned English at a slower rate.  Because English was the sole mode of instruction, this meant 

that they were, in general, less able to engage with the work. 

 Being an African student at Voyager meant dealing with racism from some of their peers.  

Staff members from the Dominican Republic or Yemen tasked themselves with “educating” 

students from their home country.  Staff would pull aside a student or groups of students and 

explain how these ways of talking and acting were “not how we do things” in America or at 
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Voyager.  Spanish-speaking students and staff alike were cautioned from using racially- or 

ethnically-charged words dealing with skin color such as negrito (little black one) or chinita (the 

little Chinese).  Staff members’ appealed to Yemenese boys’ religion to sanction them from using 

the Arabic word for “slave” when speaking of fellow African students.   Bengali students were 

encouraged to work with other students of different genders.  All students were “educated” on 

not bullying or bothering others, not only by race, but by sexual orientation. Staff encouraged 

students to see people from other backgrounds as the same as them. 

 Another popular practice, which was a source of tension among students, was what I call 

“linguistic exclusion,” when two or more students spoke their native language in the presence of 

other students who did not understand this language.  As we see in the “restorative circle” 

vignette in Chapter 7, students became very emotional when talking about their experiences on 

either side of this social phenomena.  Many students expressed not only feelings of exclusion 

when this happened, but also suspected, sometimes rightly (as we see in Kevin’s rap in snapshot 

6), that students were saying malicious things about them or their friends.  Students within the 

group performing the exclusion often did not see it as a big deal and saw others as hypocritical 

for criticizing a practice they themselves participated in.  Because the Spanish-speakers were the 

majority, most instances of linguistic exclusion happened excluding non-Spanish speakers. 

 The other visible domain was academic.  The school very publicly celebrated students 

who achieved high grades on professionally-printed posters with lists of students on two 

different honor rolls.  The academic domain was dominated by the non-Dominican students.  

There were Dominicans on the honor roll.  In fact, one of the most decorated students was a 

Dominican girl.  However, for the most part, the posters were filled with African and Bengali 
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students’ names.  To paraphrase Willis, how do we explain how the Dominican students, the 

majority, “let themselves” be excluded from these lists of academic accomplishment (1977)? 

 The students on these lists were the ones who raised their hands with questions in class.  

They came before and after school and during lunch to get help from teachers.  They also 

participated more in after-school activities.  It was in these after-school activities where teachers 

taught skills students would need to be academically successful at Voyager.  In snapshot 7, we 

see teachers working to build collaboration skills with students.  Learning through collaboration 

was one of the key pedagogical philosophies of the International approach and these students 

were being initiated.  Almost all students in this Student Government club where were African.   

The disparity between the groups in terms of engagement and academic success was dramatic.  

Not only was it clear by looking at attendance in clubs and honor roll lists, but students 

themselves talked about it and were concerned about it.  Some members of the Spanish Speakers 

social group even considered changing schools.  Peers have a great influence on perceptions of 

school and work habits and this, in turn, has implications for academic success.  These two 

domains were strong influences on the development of individual students’ identities as learners 

as well as their academic engagement at school and their academic success.  Looking at gender 

across student groups, there was no discrepancy between genders as far as measures of 

engagement or academic success. 

 In addition to adapting to many other challenges, Voyager students had to also deal with a 

school that had a very different idea of education than that of their home country.  Students had 

to contend with teachers who asked them to do unfamiliar, uncomfortable, and counterintuitive 

things.  Education in the Internationals schools was governed by the Internationals rubrics (see 
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Appendix C).  Teachers and staff members used these documents as references to design their 

curricula and lessons.  The administrators used them to give feedback to teachers.  While 

students were not, in general, aware of the rubrics, they had to deal with the lessons and 

classroom structures that were created by teachers who followed the rubrics. 

 In classrooms, students had to decide what to do when faced with teachers who did not 

run their classrooms like teachers in their home countries.  The transition of a student into an 

Internationals student involved accepting and learning how to be a student in a collaborative, 

heterogeneous, inquiry-based, and constructivist learning environment.  This transformation 

entailed suffering, confusion, and frustration for many students.  Students at times resisted and 

showed visible frustration.  There were no school structures to make this process explicit or 

easier for students or families.  By the end of the year, most students had become familiar and 

comfortable enough with this new learning environment and had at least resigned themselves to 

it. 

 This ethnography addressed an issue of newcomer education:  how America integrates a 

diverse group of people into a whole.  To investigate how America does this, I conducted the 

ethnography in a school designed for them.  We saw in Chapter IV the structure of the school and 

its historical context.  Chapters V-IX  we looked at how student agency and school structures 

(including demographics) met to create a “goulash” where students maintained a certain amount 

of homogeneity by home language and home country groups while complying and adapting 

more or less to Internationals practices.  For educational scholars, I hope this ethnography 

provides an example of how (1) to situate an institution, in this case Voyager, within a larger 
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context that includes its formation and (2) to focus the ethnography on the students and the 

diversity of experiences they have within the same institution. 

 One finding of this ethnography is that, from the perspective of some students, some 

INPS practices are not working well:  looping 10th graders with 9th graders (expecting 10th 

graders to mentor and translate for 9th graders), lack of choice in student grouping, and not 

including any native English speakers at the school.  Even for those who think the students are 

wrong, it is important for them to be made aware that the students have a very strong 

pedagogical and language ideology and that this should be considered when designing newcomer 

programs.  At Voyager, students are in the down position and eventually complied with the INPS 

structures there expressing that they may disagree, but “Eh, I’m getting used to it.” 

 Another finding, resulting from the demographics of the school, was that students from 

smaller national and linguistic groups felt social isolation resulting from having few others that 

spoke their home language and had shared experiences from their home countries.  This gave 

these students a large impetus to learn English and Spanish to form associations with teachers 

and other students.  We often see American schools centering Whiteness or Blackness as the 

norm;  in this school, students centered around the numerical majority, the Spanish speakers.  

Non-Spanish speaking students learned academic English faster than the majority Spanish-

speaking group as well as social Spanish.  They also advanced and succeeded at higher rates 

academically.  From the first two findings, this ethnography argues that certain INPS policies and 

the presence of a majority language group may impede English language acquisition, especially 

for the majority language group. 
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 A third finding was that after-school programs and tutoring were places where students 

were enculturated into the norms of the Internationals model.  Participation in the programs, 

predominantly by the non-Spanish speakers, was associated with higher academic success in the 

classroom. 

 As current research demonstrates, the Internationals model might currently be the best 

model for educating newcomers.  This ethnography argues that a critical look into INPS policies 

and their real-life implementation provides a useful contribution to help improve the model 

further to benefit this important group of people. 

 
Final Thoughts  

 Spending time with Voyager students was one of the most pleasurable and meaningful 

parts of doing this ethnography.  We shared moments that were funny, thoughtful, silly, and those 

that were heartbreaking.  It became very apparent to me that the experience of students is not 

always appreciated by those designing or implementing educational policy.  And yet, all of these 

policy and implementation decisions shape the lives of hundreds of students in a school.   This 

ethnography is a cry to make it our business to find out, with empathy and respect, what we are 

putting students through when we design educational policy.  how will the whims of major 

donors like Gates, Bloomberg, and Carnegie define the educational spaces experienced by 

students?  This study is also a call to see that education happens in the moments when we decide 

what we do with what we have (Varenne 2007).  We have seen here, that students are not just 

learning English and content in an Internationals school, but are learning who they are as 

!170



educated persons (Levinson, Foley, and Holland 1996).  They are participating in the creation of 

a distinct social and academic environment at the school through forming associations, using 

language, and complying and resisting. 

 This dissertation has explored many of the continuing controversies and difficulties 

surrounding the actual implementation of the Internationals model in the everyday life of one 

school in New York City.    In the future people, should pay attention to the fact that so much of 

the literature (and this study) including this study is so much grounded in the American 

experience, at a particular time in the history of America, the United States and so on and so 

forth that a larger comparative would be helpful. 

 I argue that we should listen carefully to the conversations students have about their 

learning where they reveal their pedagogical and language ideologies.  Even when we disagree, 

we should listen when they say that putting all ELLs together, while expressly done to provide 

them with services and a supportive environment, may not be the best policy for supporting their 

English language development.  I argue as well that care should be taken in managing the social 

and academic consequences of having a majority language group as it may lead, as it did in this 

case, to a group that learned English more slowly, was less engaged in after-school programs, 

and was less successful academically compared with their minority language group peers.  And 

finally, I argue that practices such as what I term linguistic exclusion arise as unintended 

consequences of a multilingual environment, especially when one language is dominant, and that 

these practices should be addressed to improve the quality of life of students in these schools.  

The Internationals model may be, as many participants would say, a better model than some of 

the others.  However, in the end, the uniformly glowing treatment of the INPS schools in the 

!171



current anthropology and education research may do a disservice to INPS by preventing those of 

us who hope for a positive future for newcomers from focusing on areas in which the INPS 

model could be improved.  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APPENDIX A  
 

Voyager Staff  
Administration  

Current and founding principal  
 The current and founding principal of Voyager began her career as an ESL teacher in 

Brooklyn after receiving masters in Internationals Affairs and TESOL.  As a summer job, she 

worked at the International Rescue Committee’s (IRC) Summer Youth Academy.  It was a six-

week program from international refugee students.  She then left teaching for three and a half 

years to work in project management in education.  Her job was to enroll IRC clients in New 

York City schools.  She worked closely with Brooklyn International High School as a partner 

organization.  Through this association, the principal at Brooklyn International let her teach an 

elective class (known at Brooklyn International as “selectives”) once a week.  She then began a 

leadership program and learned of openings looking for new school leaders.  She was 

encouraged to apply and was given the task of starting a new Internationals school. 

 When describing her motivation in starting a new Internationals school, she said that she 

“always wanted to see where public policy and education for immigrants met.”  In her own 

family, “my grandparents and one of my great-grandparents were all immigrants so that idea of 

the immigrant story in America.  Granted it was different countries, different time, different era.  

But that sense of seeing the struggles that families go through and how it takes a couple of 

generations to have your footing.  I was motivated to say that was a population that I think that I 

would like to work with.” 

!185



  When asked how she sees Voyager she explained that she sees the school as “a part of 

the community in the southwest Bronx where we're at.  I see our school as something that is a 

necessity.  I see our school as a haven for students.  I see our school as an environment that 

welcomes all students regardless of prior educational experience, regardless of their home 

country, regardless of their English proficiency.  I also see us as a second-year school.  That we 

are... that there are so many things that we benefit from by being a part of the Internationals 

Network.  And that we're building and we're defining.  So, while I see us as an active part of the 

community and this welcoming environment, I think we're simultaneously building that.” 

 
Assistant principal  

 Mr. Carlos had previously worked as the summer school coordinator for the whole Taft 

building during the previous ten years.  He was offered a job as principal at a Manhattan middle 

school, and when that fell through, the principal of Voyager hired him as the assistant principal. 

He had his office at the north side of the school.  He spent his time working with the discipline of 

students, walking the hallways getting kids to go to class, manning the cafeteria during lunch, 

and observing classrooms.  He saw one of his roles as “establish[ing] a one-to-one relationship” 

with students so that “they have a connection with somebody” at the school.   

 
Staff Roles  
 The staff at the school was comprised of an administration, support staff, and teachers.  

The school was run by a principal and assistant principal.  Support staff included one parent 

coordinator, two social workers, two social work interns, the principal’s secretary, and two men 

who coordinate with the dean on behavior issues, or with the principal’s secretary on logistical 
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issues.  One of the gym teachers also had the role of part-time dean.  The principal, as a new 

principal in her second year, had two mentors, one assigned by the INPS and one assigned by the 

New York City Department of education who visited on a regular basis.  At various times during 

the year, there were also substitute teachers and ATRs (teachers from the absent teacher reserve) 

assigned to the school.   At the end of the year, a graduate from one of the other INPS schools 

from Bangladesh came in to work with the Bengali students. 

 
Staff Recruitment and Background  
 As the school was only in its second year, one of the key roles of the principal was to 

recruit staff.  For the first four years, a whole new set of teachers and support staff had to be 

added for each new grade added.  In addition, the school had to fill spots for staff who left.  In 

recruiting staff, the principal tried to find adult staff members that could implement the 

Internationals model while supporting the newcomer student body.  Hiring adults that could 

relate and understand the students was a big factor in her hiring decisions.  She favored 

applicants that had experience working with non-native English speakers, have previous 

experience in an INPS school, speak another language, are “immigrants themselves”, or have 

lived in another country.  Most staff members had at least one of these qualities.  Preference was 

given to staff that represent the demographics of the students. 

 Half (11 out of 22) of all staff members were foreign born.  However, most of the 

foreign-born staff members were a part of the support staff (6 out of 7).  In contrast, only four of 

the thirteen teachers were foreign born.  This may be attributed to the fact that there were more 

foreign-born candidates for support staff positions than for teaching positions. 
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Table 4:  Comparison of Staff: INPS Experience 

 

 
Table 5:  Comparison of Staff:  Foreign Born vs US Born 

 
 While recruiting staff that represent the background of the students was a high priority, 

the candidate pool had few teachers with similar backgrounds to the students.  In fact, a large 

proportion of teaching candidates were white native-English speakers from the United States.  

The resulting teaching staff was over half this demographic (9 out of 13) despite no students with 

this ethnic, linguistic, and country background. 

 Two of the teaching staff were from Spanish speaking countries (the Dominican Republic 

and Peru).  One was from the Philippines and the other from Yemen.  Only two of the teaching 

staff came from the countries of the students (the Dominican Republic and Yemen).  Miss Aicha, 

the Yemeni teacher, was highly sought after in the Internationals community.  Many principals 

offered her a teaching position.  The principal at Voyager felt lucky to have her.  Arabic-speaking 

Previous Experience in 
an INPS School?

Teachers Support Staff Administration

Yes 23% 14% 50%

No 77% 86% 50%

Background Teachers Support Staff Administration

Foreign Born 31% 86% 50%

US Born 69% 14% 50%
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teachers were very rare, and she was one of the few (if not the only one) from Yemen working at 

that time in New York City public schools with a teaching staff of 80,000. 

 The support staff represented the student body demographically better than the teaching 

staff.  Most of the support staff (5 of 7) hailed from the Dominican Republic, Senegal, and 

Bangladesh, which represented three of the student groups.  The other two were from South 

Korea and the United States. 

 
New Teachers  
 The teaching staff was composed, predominantly, of new, inexperienced teachers with 

little background in the Internationals model.  For many (9 out of 13), Voyager was their first 

school.  As this was Voyager’s second year, this means that most teachers had less than two years 

teaching experience.  Of those with previous teaching experience, one had previously taught in 

Ghana at a girl’s school, and three others had seven to nine years of experience in New York City 

public schools. 

 There were, however, four staff members with some connection to the INPS network and 

knowledge of the Internationals approach before arriving at Voyager.  Two teachers had worked 

in INPS schools previously.  Steven had the most experience with teaching in an Internationals 

school, having taught in two Internationals high schools previously.   Miss Marlene, a math 

teacher, had been a paraprofessional for four years at an International high school.  Miss Aicha 

graduated as a student from an Internationals school.  The principal had taught an after-school 

class in an Internationals school. 
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 A vast majority of teachers were new to the Internationals approach.   One teacher 

mentioned that “The teachers are navigating their way through the first time.  You know, it 

wasn’t like the staff in an established school moved over to start this school.  We had a ton of 

brand new teachers.  The only teacher on our first-year staff that had any experience in an 

International school was Steven.  And all are first-year teachers except Steven and myself.  And 

this year, we have again, many first-year teachers.  Some people like Marlene, have experience 

in an International school, but not as a teacher.  So, we’re all doing things for the first time.” 

 

!190



APPENDIX B  
Interview Guide for Semi-Structured Interview  

Beginning of School Year 
Demographic Information (if not already known) 

Name      Country of Origin 

Date(s) of arrival in US   Age 

Grade Level     Gender 

Language spoken 

 
Family 

Family members in US with ages and date of arrival 

Family members outside of US with ages 

Why did they come to the US?  Why NYC? 

Who supports them in NYC 

What do those people do as jobs? 

What did they do as jobs in their country of origin? 

Who they live with here in NYC 

Where (roughly) they live in NYC 

 
Coming to INPS school 

 Why did you come to this school? 

 
At INPS school 

 What do you know about the school? 

 Who are you the closest to here at school? 

 Who do you hang out with?  Why? 

 Who don’t you hang out with?  Why? 

 What did you first notice about the school? 
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 What is the most difficult thing for you at the school? 

 What do you expect to learn at the school? 

 What do you plan on doing when you leave the school? 

 What do you do when you have a problem? 

 What do you expect out of your experience at school? 

   

End of School Year 
First Experiences at INPS School 

 Why did you come to the INPS school? 

 What was your experience like when you first arrived at school? 

 What were your biggest challenges when you first arrived? 

 How does the INPS school compare to your previous educational experiences? 

 
Current Experiences at INPS School 

What have you learned since arriving in the INPS school?  How did you learn it? 

What challenges do you have now?  What is the next thing you need to do?  How will 

you do it? 

Have you changed since you arrived?  In what ways have you changed?  How do you 

explain the change? 

What do you think about the INPS school?  What is does it do?  What is it supposed to 

do? 

Who are your friends at this school? 

Who do you hang out with?  Why? 

What do your friends think of you? 

Is there anyone you don’t hang out with?  Why? 

What does it mean to be an Internationals student? 

 
Future Directions 

 What do you hope to do next year?  How will you do it? 
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 What do you hope to do after you leave the INPS school?  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APPENDIX D  
SIFE Oral Interview Questionnaire (New York City Department of Education 2007) 

 

!207



 
 

!  

!208



!  

!209



!  

!210



!  

!211



!  

!212



!  

!213



!  

!214



!

!215


