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ABSTRACT 

Teachers typically underutilize the horne knowledge and 

sociocultural strengths students bring to school with them. 

Ethnographic horne visits provide a mechanism by which 

teachers can learn to mediate between students' spontaneous 

horne knowledge and formal school concepts. This is a 

teacher-researcher study in which I assumed both roles. I 

discuss transformation of the teaching and learning context 

resulting from ethnographic horne visits conducted by me in 

the homes of five u.s Mexican1 students. Methods of 

investigation included ethnographic interviews and 

participant observation. Data sources were field notes, 

student journal entries, anecdotal data, video tape 

recordings, and a research journal. 

Chapter six presents mediation theory as it relates to 

classroom instruction. Teachers mediate between actual 

zones of development (AZD) and the proximal zones of 

development (PZD) in the zone of proximal development (ZPD) 

9 

1Although the subjects in this study were born in Mexico, the 
term u.s. Mexican is used to distinguish Mexicans residing in the 
u. S . from Mexicans residing in Mexico. This designat.ion is 
consistent with other literature referring to persons currently 
residing in the u.S. who are either native born in Mexico or of 
Mexican parentage born in the U.S., regardless of generation. 

---- _.-._-_ .. _._-- .•. __ ..... -. ---_. __ ..... 



through use of tools including concrete objects, pictures, 

written and oral language, and other human beings. 

10 

The principal finding in this work is that ethnographic 

research conducted by teachers has a trans formative effect 

on teachers and students while informing pedagogy. 

---- ----- ---- ----



11 

CHAPTER 1 

INTRODUCTION 

I met Danny2 on Halloween, 1990 when my bilingual 

resource room was being transformed into a haunted house. 

He walked in and offered to help. I soon recognized that 

Danny's ideas superseded what other ten year old fourth 

grade students were doing, and he was able to lend his 

expertise in the electronic aspects of the operation. 

Initially, he made a Frankenstein monster out of a painting 

easel, butcher paper, cardboard, and paint. He checked out 

a book that had a picture of Frankenstein in it to use as a 

guide. He gathered his own materials and appointed a friend 

to be his assistant. 

Next he wired the lighting. He set up one flashlight 

to showcase his Frankenstein and another he strapped to the 

pencil sharpener to spotlight a sheet ghost. Finally, he 

used blacklights to give an overall eerie effect to the 

haunted house. Although Danny was not a student in my 

class, he visited often. Because he was capable of 

completing any task, I asked him to do things that I could 

not do. I had an electric pencil sharpener that just 

stopped working. I had changed the batteries and it still 

2Pseudonyms are used in lieu of the real names of subjects, 
teachers, schools and school districts to maintain confidentiality. 
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did not work. Danny took one look at it and determined it 

needed a new motor. The following day he brought a motor 

and his tool kit to school and fixed it in ten minutes. His 

next project was replacing hinges on a wooden box. After 

that he fixed a walkman that was "eating" tapes. Later he 

made some teaching tools by looking at a sample. One was a 

machine that flipped flash cards for the purpose of 

practicing the multiplication facts. For this he needed a 

shoe box. Since I did not have one, he built a box from 

cardboard; it worked fine. Later he made an electronic 

testing device. For this he brought wire and a light bulb 

from horne. Another project was a pocket chart that he had 

seen in another teacher's room. 

When I mentioned to other teachers what Danny had done, 

they began to bring things for him to fix. He even fixed a 

clock radio for one of my university colleagues, saving her 

over $20. To do that he used one of the tools he had 

brought from horne to test the radio batteries, and when he 

found no problems, he checked all wire connections. He 

discovered one faulty speaker. He tried to repair the 

speaker with rubber cement and when that did not hold up we 

went together to the Swap Meet3 to buy another one. That 

3The Swap Meet is the name of a local open flea market in 
Tucson, Arizona where both new and used clothing and household 
items are sold. 



speaker was bigger than the original one and he had to 

adjust the back cover of the radio to make it fit. 
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Danny was a great help to me. Besides being talented, 

he was very respectful and courteous. If he came in when I 

was busy, he waited quietly until I could talk to him. I 

made a video of him describing his projects. I was 

impressed by how poised he was for a ten year old. He 

introduced himself on tape, explained everything fully, and 

was very articulate. He spoke in fluent spanish, although 

he is completely bilingual. Danny is able to move freely 

between English and spanish in conversation. He usually 

talks to me in spanish, even though he understands 

everything I say to him in English. 

Assessment and Labeling 

I had known Danny for a couple of months when one day I 

noticed him coming out of the special education room. It 

really surprised me; I ~lOndered why he was there. 

When I looked into his school records I found that he 

had been "identified" as "handicapped" by his second grade 

teacher, who had the following things to say about him: 

consistently has basic skill deficiencies, is slow 

to learn, has basic skill deficiencies in reading, 

assignments are consistently incomplete and poorly 

written, exhibits hyperactivity and/or short 

attention span, does not use common sense, has 



negative attitude toward school, is easily 

distracted, cannot remember instructions, cannot 

relate concepts of time, number or space, has 

inadequate knowledge of common facts, cannot 

follow oral directions, cannot express himself 

verbally, and does not use grammatically well-

formed sentences (survey for identification of 

handicapped students, 9/88). 
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Subsequently he was tested in English and spanish using 

standardized tests, "reviewed" by the "child study team," 

and labeled "learning disabled (LD)." His placement was 

based on results from the following standardized tests: 

1) Language Assessment Scale (LAS) in English and 
Spanish 

2) Weschler Intelligence Scale for Children (WISC-R) 
in English 

3) Ravens Colored Progressive Matrices ( "non-
verbal" ) 

4) Beery Test of Visual Motor Integration 
("non-verbal" ) 

5) Woodcock-Johnson Battery in English 
6) Woodcock Bateria in Spanish 

He was then transferred to our school and placed in a 

"bilingual learning disabilities program." A few days after 

looking through his file I asked his current special 

education teacher to explain his scores and placement to me. 

She said he was considered LD because there was a 

"discrepancy between his score on the I.Q. test [Weschler 



Intelligence Scale for Children] and his academic 

functioning [Woodcock-Johnson/Woodcock bateria]" (Fer 

interview with special education teacher 4-9-91). He 

qualified for LD based on discrepancy levels published by 

the state of Arizona. The scores that were plugged into 

this table came from the WISC-R IQ test (administered in 

English) and the Woodcock-Johnson Battery and Woodcock

Johnson Bateria achievement tests (administered in English 

and Spanish, accordingly). At the time he was identified, 

the school psychologist wrote: 

On the WISC-R, [Danny] earned a verbal IQ of 103, 

which falls in the average range of functioning; a 

performance IQ score of 129, which is in the 

superior range, and a full scale IQ of 117, which 

falls in the high average range. His performance 

IQ represents functioning at the 97th percentile 

of American children who took the test in English. 

There are no appropriate spanish norms at this 

time. His performance on the Ravens was a 103, 

which falls at the 83rd percentile. Visual motor 

skills showed a strength, scoring 2 years beyond 

his age. The same report included a "psychometric 

summary" 'IIlhich I isted sub scores for the Weschler 

Intelligence Scale for Children, Ravens Colored 

15 



Progressive Matrices, Beery Test of Visual Motor 

Integration, Woodcock-Johnson Psycho-educational 

Battery, and Woodcock Bateria (Bilingual Psycho

educational Evaluation, 10/88). 
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It is interesting to note that the person who conducted 

this evaluation referred to Danny as "Daniel," suggesting to 

me that she did not know him personally. 

The special education teacher explained that Danny is 

in pullout resource with five other children for 50 minutes 

a day. In this program, the students are "pulled out" of 

their regular classroom for special instruction administered 

by special education personnel. The groups are very small, 

and the instruction is individualized to attend to specific 

needs of each student. The students who are pulled out at 

the same time as Danny are either speech and language 

impaired or LD, and are all more "severe" than Danny. 

this 50 minute period the students "read and write." 

In 

They 

have written to pen pals, done partner reading, and written 

and illustrated big books based on patterned language. They 

also select their own books around thematic topics of their 

choice. The teacher noted that Danny is "more comfortable" 

in spanish, but added that she is expected to transition him 

into English-only curriculum next year in fifth grade. She 

said that he has made "a lot of gains" in the past three 
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years in special education. Previously she used "hands on, 

tactile" materials with him including a "magnetic board and 

a black light to focus his attention." When I asked her 

what she does for him that his regular classroom teacher 

cannot, she replied, "I know where he is and where he ne~ds 

to be." I asked her how she knew this and she said, "from 

the developmental tests and the curriculum guide." 

In response to Danny's strengths, she replied, "He is 

sharp. He knows what is going on. He is artistic. He is 

good at story writing." She noted that he used to struggle 

to decode in reading, and now he focuses on comprehension 

and the "big picture." I asked her what he likes and she 

said, "big books, author circle, acting out stories, horses, 

and the solar system." In answer to what he does not like, 

she answered, "to write." 

What seemed to me the most interesting part of my 

conversation with the special education teacher was her 

response to evaluation. When asked if she uses any form of 

evaluation other than formal standardized testing, she asked 

what I meant. I said, "For example, do you test him on the 

things you do in class? Do you ever observe his behavior or 

document his progress?" To this she answered, "No, I don't 

have to give grades." Perhaps the perceived or real role 

and position of this teacher within the institutional 
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structure somehow dismissed her from the responsibility of 

questioning the issue of evaluation. In any case, I find it 

ironic that these children are being constantly "evaluated," 

"studied," "reviewed," and "written up," yet no dynamic 

assessment is used. 

Spontaneous and Formal Knowledge 

I asked Danny what he does in special education class. 

He replied, "We read books and answer questions." I asked 

him what language he reads in and he said, "Los dos" (both). 

He then described how he had been switched back and forth 

between Spanish and English in school, and how at one school 

they put him in "puro ingles" thinking he was a "gringo." 

He explained that he repeated second grade because he 

"couldn't read." 

One day when Danny and I were looking through a school 

science kit, he came across an instrument he was not 

familiar with. He took the instructions from the box and 

tossed them to me and said, "Me 10 lees?" (Please read it to 

me). When I asked him to try to read it, he shook his head 

"no" and continued to manipulate the object for a few 

minutes before losing interest. 

To find out more about Danny's reading ability I asked 

his classroom teacher. He replied, "[Danny] will be a very 

good mechanic when he grows up." He then added that he 



19 

thought it was great that I wanted to work with Danny 

because he is a "behavioral problem." Subsequently I 

discovered that Danny had a list of disciplinary infractions 

on record with both his teacher and the school principal. 

I continued wondering what people had found so wrong 

with Danny. I viewed him as motivated, enthusiastic, hard 

working, and successful. He took risks, initiated, and 

delegated responsibilities. However, other teachers had 

described him as "below average," "extremely low," 

"unmotivated," and as having a "low concentration level." 

They recommended "summer school," "resource," "vocabulary 

development," "phonics," "basic math skills," and of course 

"further testing." Additionally, the special education team 

concluded that Danny: 

... does not seem to retain information, has 

poor use of vocabulary, seems uncomfortable 

sitting in a chair, pushes and/or acts up when 

standing in line, works very slowly, starts an 

assignment many times, is rebellious, is 

aggressive, talks constantly, is disorganized, 

picks on others, has difficulty beginning new 

tasks, has difficulty staying on task, has 

difficulty completing tasks, skips or rereads 

lines and sentences, reads slowly, has poor word 



comprehension, loses interest or shows unusual 

fatigue, and has short visual attention 

(Adaptive Education Screening, 9/88). 

20 

The marked contrast between Danny's "spontaneous" world 

and his" fOL'mal" school world inspired me to extend my 

observations of Danny beyond the school environment. 

Intuitively, I gathered data on his historical, social, and 

cultural background at home while continuing to observe him 

at school. I recorded him on video tape, talked with him, 

visited his home, and asked him to make occasional journal 

entries. 

I sent a note to his mother requesting a time when I 

could visit the home. That night I recorded in my journal, 

"I wonder what (his mother) is thinking right now. I hope 

she knows how much I love (Danny) and appreciate his 

friendship. He is a very reliable and responsible person. 

He knows so much and is very intelligent." Another 

bilingual teacher and I went to visit Danny's mother. As we 

approached the back door of the house I noticed a bicycle 

and several toys laying in the yard. Near the far side of 

the house was a an old disassembled car surrounded by 

various car parts, including tires, hubcaps and a fender. 

Several tools were visible from inside an open tool box. 

Danny's mother met us at the door and invited us in. She 
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led us through the kitchen where she had been chopping 

cabbage for cole slaw and into a large sitting area which 

contained a sofa, overstuffed lounge chair, and two kitchen 

chairs. We were soon joined by Danny and his two younger 

brothers who sat quietly on the floor and listened without 

interrupting. Danny's mother was very receptive to any 

questions or comments. She listened more than spoke, but 

whenever she talked about Danny it was always complimentary. 

She told us how he fixes things around the house, and showed 

us a screen door he was currently repairing. She informed 

us that he helps with the care of his younger brother, feeds 

and plays with the dogs, and is "muy bueno para trabajar" (a 

good worker). The mother stated that her husband is looking 

for work and is in Phoenix trying to work with his brother 

right now. Meanwhile she is taking drawing and English 

classes at Pima community College. She drives the family on 

outings every weekend, including trips to "Tres Puntos" 

outside Tucson, Casa Grande, Phoenix, and sometimes to 

California. 

Danny's horne provided a wealth of experiences and 

resources. Interaction with family members, frequent family 

outing and household responsibilities such as baby sitting, 

repairs, cooking, and working alongside his uncle in 

construction supported Danny in the development of a myriad 
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of talents and abilities. I recognized at home the origins 

of skills he demonstrated at school. Although his mother 

did not mention having received a formal education, she was 

working toward furthering her education. Danny has several 

female and male role models around his household. He had 

frequent contact with both sets of grandparents, uncles and 

aunts. I came away from the home realizing that his mother 

puts her children as a priority and she wants Danny to 

succeed in school (Home visit fieldnotes, 3/22/91). 

I contend that the school is failing to use the 

spontaneous knowledge Danny brings with him from home to 

facilitate his formal intellectual development. In fact, it 

appears that school has proceeded to strip away this child's 

confidence, tools for mediation, desire for problem solving, 

and zone of proximal development - all things that Vygotsky 

(1978) claimed necessary for intellectual development. In 

fact, by being labeled "learning disabled" and placed in 

special education with other peers less able than himself, 

Danny is forced into what Greenberg (1989) calls "zones of 

underdevelopment." 

Much like Patrick in Denny Taylor's book, Learning 

Denied (1991), Danny's abilities were questioned even before 

he began school. Danny was identified as a candidate for 

the Head start program and when he went to Head start, 



teachers told his mother that she needed to "talk to him 

more to develop vocabulary." Early on Danny was pegged as 

having "potential difficulties" that "should be watched." 

23 

Historically, researchers have perceived working class 

and poor families as "disadvantaged." Regrettably, few 

researchers have conducted household studies and have 

instead perpetuated erroneous assumptions about the deficits 

of these families and their children. Those who have 

visited homes challenge such assumptions (McDermott, 1987; 

Moll & Diaz, 1987; Delgado-Gaitan, 1992; Taylor & Dorsey

Gaines, 1988). 

As I looked through Danny's cumulative folder, I found 

similarities between Danny's case and the case of Taylor's 

(1991) Patrick. They both unden~ent extensive testing in 

order to identify problems within the child. In both cases 

specialists sometimes found "no problems" and yet 

recommended "further testing." Both children were 

identified as having reading problems for which the teachers 

recommended "phonics. 1I And not too surprisinglY, both 

children developed off-task behaviors, such as getting up 

from their chairs, talking with other students, and going to 

the bathroom several times a day. On Friday, February 15, 

1991, I observed Danny leaving his classroom during oral 

reading. On occasion when the whole class was given an 
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assignment, Danny would play around until the teacher came 

over to him and told him to start working. One day Danny 

came into my classroom and said he wanted to do math. 

Assuming that his teacher had sent him, I worked with him 

for about an hour. Later, I found out that his class was at 

an assembly and that our usual tutoring session had been 

canceled but there was a sUbstitute teacher in his classroom 

and she did not realize he was missing. On another day it 

was raining and the children had to stay inside for recess. 

Danny sneaked out of the room to come work with me. Much 

like Patrick, Danny had developed evasion tactics to avoid 

school work. Danny had devised ways of manipulating the 

school system and had developed defense mechanisms to deal 

with academic failure. 

There is encouraging evidence that even children who 

are subjected to similar situations can be helped under 

Vygotsky's model. In a study conducted in San Diego (Diaz, 

Moll, & Mehan, 1986), Spanish-dominant children who were 

reading at a strikingly lower level in English than Spanish 

were able to read at or above grade level through a mediated 

approach to instruction. The researchers emphasized 

comprehension of the text and provided more capable peers, 

social interaction, and assistance in Spanish. The students 

understood much more about what they were reading in English 



than they could display solely in that language, and 

consequently, they were able to read material at a higher 

reading level than before. 

25 

Another example of successful application of a 

vygotskian approach to instruction was described by 

Hedegaard (1990). The project took place in a Danish 

elementary school and followed the progress children made in 

two years, from third to fifth grade. The class functioned 

actively as a whole through class dialogue, group work, and 

task solutions. First there was delineation of a scientific 

problem. The students experimented to solve the problem. 

Ls.st, they evaluated the process. Hedegaard found that 

children grouped heterogeneously were able to develop 

together. Students benefitted through interactions with 

more capable peers. 

statement of Problem 

Schools typically underutilize the skills and strengths 

bilingual students bring with them to school. Albeit 

unintentionally, minority students, parents, and teachers 

are victims of the subversive deficit model operative in our 

schools. Linguistically and culturally biased evaluation, 

overt and subtle acts of discrimination, the lack of 

representation of the everyday experiences of minority 
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students in text, and tracking practices are examples of the 

deficit model in action. 

with devastating consequences, u.s. Mexican students 

are evaluated by tests normed on middle class Anglo 

populations. Based on these tests, they are tracked into 

"special" classes (Anyon, 1980; Oakes, 1985) where their 

language, culture and social background are viewed as 

"problems" (Cummins, 1986) - problems they must learn to 

overcome in order to succeed in school. If minority 

students are lucky enough to speak standard English, they 

are placed in "regular" classrooms where neither their 

culture nor life experiences are recognized (Bourdieu, 1990; 

Apple, 1992; Giroux, 1988; Rosaldo, 1989). Spanish-speaking 

students are grossly over-represented in low-ability reading 

groups (Oakes, 1986), special education classes (cummins, 

1984), remedial programs, and low-track courses from 

kindergarten through college. These alienating practices 

take a toll on u.S. Mexican students, who drop out at a rate 

of 45 percent (Estrada, 1992). 

Purpose of study 

Ethnographic home visits conducted by teachers have the 

potential to inform pedagogy that utilizes stUdents' home 

knowledge as a foundation for classroom learning, while 

transforming the relationship between teacher and student. 
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In this study I wanted to investigate whether ethnographic 

home visits had any effect on the teaching and learning 

context and, if they did, what those classroom-based effects 

were. 

Significance of Study 

Demographers predict that by the year 2000, 1/3 of all 

Americans will be members of a minority group. The most 

rapid growth is in the Mexican and Asian populations. By 

2020, the u.S. will have 47 million Hispanics, the largest 

percentage coming from Mexico (Cordeiro, 1991). In a single 

day, over one thousand Mexicans reportedly crossed through 

the Grand Avenue Port of Entry in Nogales, Arizona (staff, 

1993) . 

It is the responsibility of schools and teachers to 

accommodate the changing student population resulting from 

immigration. If the school is a place where u.S. Mexican 

students are not experiencing success, then teachers need to 

cease placing blame and create conditions for success. 

Education is failing if students drop out and if high school 

graduates are unable to move into the upper echelons of the 

labor force. 

commitment to educational equity requires teachers to 

educate all students; in particular those outside the 
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mainstream whose lives tend to become both silenced (Fine, 

1987) and invisible (Apple, 1993; Rosaldo, 1989) in a 

hegemonic school system. Representation of minority 

students' lives in the classroom is a challenging goal. 

Teachers operate under structural and ideological 

constraints as well as a prevailing conservatism that shapes 

curriculum. Short of living in the neighborhood around the 

school, teachers access students' lives by observing them, 

asking questions about their cultural practices and 

preferences, talking with their parents, doing research on 

their ethnic group, and studying published works on 

children's ethnic groups (Ogbu, 1992). 

Teachers affirm students' experiences as part of the 

pedagogical encounter by providing curriculum content and 

practices which resonate with the lives of the students. 

Knowledge of the students' culture and language is 

imperative, since both play essential roles in communication 

during learning activities (Trueba, 1990; Anderson, Spiro & 

Anderson, 1978). Comprehension of text is also dependent on 

the activation of students' background knowledge and 

relevant schemata through a language students understand 

(Goldenberg, et al., 1992; Rurnrnelhart, 1980). Overall, 

knowledge that empowers is situated within and interacts 



with "the themes and language of the students" (Shor & 

Freire, 1987). 
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A great deal of research demonstrates that academic 

success for Mexican students is contingent on the 

interaction between students and their teachers (Montano

Harmon, 1992; Cordeiro, 1991; Sleeter, 1991). Mexican 

students' desire to develop a multi-level relationship with 

teachers may be traced back to child rearing practices. In 

the Mexican culture, babies are typically raised in extended 

families where they interact with people of various ages and 

they learn to interact on various levels with the adults in 

their lives. This is referred to as a multi-level 

relationship (Velez-Ibanez, 1990). Mexican students tend to 

expect and long for this multi-level relationship with their 

teachers. 

Identification with the family and the ethnic community 

is considered an essential aspect of relating to students of 

a Mexican background (Castaneda et al., 1974 as cited in 

Camilleri, 1986). Research that is embedded in local 

contexts, shaped by local interests, and colored by local 

perceptions is greatly needed (Rosaldo, 1989). What is 

learned through observations in the homes and schools can 

inform classroom pedagogy while establishing a relationship 

of identification with local minority communities (Moll, 
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Velez-Ibanez, Greenberg, Whitmore, Andrade, Tapia, Saavedra, 

Dworin & Fry, 1990). Ethnographic home visits allow 

teachers to learn about students' culture while helping to 

foster a multi-level relationship with students. 

Furthermore, ethnographic home visits provide teachers with 

community-based knowledge that can serve as a basis for 

culturally congruent classroom innovations as well as 

increasing parent involvement. 

It is critical that teachers conduct research and 

develop pedagogy that negotiates or mediates between 

students' spontaneous home knowledge and formal school 

concepts. Teachers understand best the constraints that 

teachers are under, and teachers are ultimately responsible 

for what transpires behind classroom doors. Ethnographic 

home visits provide teachers with a mechanism for mediation. 

Teachers, students, and community members are invited to 

participate in transformation, become agents of change, and 

advocates for minority students. 

Limitations 

Naturally, there are limitations to teachers' 

involvement in ethnographic research. One problem is that 

teachers may not want to conduct home visits. In fact, 

Lareau (1989) found that many teachers prefer a 

professional-client relationship, not a partnership with 
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parents, and welcome only particular types of parent 

involvement in schooling. They want parents to respond to 

requests for help, but they do not want parents at the 

school monitoring their decisions and trying to influence 

children's school experience. Teachers expect parents to 

come to school for school arranged functions such as 

parent/t9acher conferences and open houses, yet do not think 

it is their job to go to the students' homes. 

Further, it may be that schools are not concerned with 

accommodating to the needs of minority students. Instead of 

being perceived as "instruments of reform and change," 

ethnographers have shown that schools actually transmit and 

perpetuate cultural and class differences (Anyon, 1980, 

1981, Bowles & Gintis, 1976, 1988; Lubeck, 1984, 1985; 

Mehan, 1984; Oakes, 1986; Giroux, 1983, Bourdieu, 1990). 

Schools typically lag behind demographic trends. For 

example, although currently one in three students in 

American schools belongs to a minority group, only 8 percent 

of teachers are black, 3 percent Hispanic, and 1.4 percent 

Asian (staff, 1992). Some administrators, motivated to 

preserve "tradition," attempt to "fix" those outside the 

mainstream through pre-school programs, language classes, 

parenting classes, remedial reading classes, and back-to

basics programs. Although the goals appear reasonable-
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preparing students for an English speaking, Anglo-male 

dominated society - their effect is the perpetuation of 

sorting and gatekeeping rather than educating (Spring, 

1976). The imprint of the dominant society and culture is 

inscribed in a whole range of school practices such as 

official language, school rules, tracking, selection and 

presentation of school knowledge, ability grouping, and the 

exclusion of specific cultural capital (Giroux, 1983). 

A third problem is that requiring teachers to become 

researchers exploits them. Teachers are certified 

professionals who have graduated from college, completed a 

six-month internship with no pay, and are subsequently 

required to obtain an additional year or masters degree at 

the university. They are paid for forty hours a week, 

twenty-six weeks a year and are not paid for summers, which 

many use to work a second job, or take courses in order to 

move up on the salary scale. During the school year, 

teachers spend many unpaid hours planning lessons, 

correcting and grading student work, buying or making 

school-related materials, attending professional conferences 

and completing ever-increasing paperwork. The escalating 

stresses of teaching make it difficult for teachers to 

commit to research. Regrettably, teachers have no systemic 

support base to act as researchers and conduct research, 



including virtually no access to opportunities for 

publication. 
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In the classroom, teachers are faced with large 

classes, discipline problems, paper work, and changing 

curriculum. The teacher is often expected to be doctor, 

surrogate parent, psychologist, entertainer, counselor, AIDS 

and drug expert, and bilingual - all for no additional 

compensation. While curriculum material such as computer 

instruction, recycling, AIDS education, drug education, 

counseling, foreign language and English as a Second 

Language (ESL) are added to the workload, programs are 

rarely eliminated. Extreme time pressure and stress result 

under these circumstances. It is unreasonable to expect 

teachers to conduct home visits and research after a full 

day of teaching. 

Finally, ethnographic home visits do not provide 

instant solutions to the complex issues in education today, 

nor do they provide a recipe for success. Instead, home 

visits help teachers gain cultural awareness and inform 

practice; they enrich the relationship between students and 

teachers, make students feel significant; and produce a 

bridge between the home and school. The trans formative 

effects of ethnographic research, however, may be as varied 

as the individuals participating in the research. 
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There are logistical difficulties attached to 

conducting home visits. For instance, ethnographic research 

is labor intensive. In this study, home visits lasted from 

one hour and 15 minutes to 7 hours, not including travel 

time. Each hour of interviewing required three hours to 

document in field notes, which were written after the visit. 

Furthermore, it took time to plan and discuss visits. There 

was often a wait between the time I finished at school and 

the time parents could meet with me. And there was time 

spent with parents as an indirect result of home visits; 

such as speaking with parents on the phone or accepting 

invitations to parties, sporting events, religious 

ceremonies and meals. 

Money is another constraint. Teachers cannot be 

expected to conduct visits without compensation. Release 

time can be given, or money can be allocated by schools or 

outside funding sources. Home visits often involve support 

staff such as university researchers, graduate students, 

professors and administrators. All participants should be 

financially compensated for time spent on travel, visits, 

documentation and meetings. 

Planning visits around parents' and teachers' work 

schedules is difficult, especially when more than one 

researcher is involved. If a parent or one of the 
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researchers cancels, it affects all. Field notes are best 

written within 24 hours of the interview (Lareau, 1989), 

which places a constraint on the researcher. A typical day 

for the teacher/researcher includes an exhausting day of 

work, an after-school meeting, a home visit, a long drive 

home from the school community, and then household chores 

such as caring for children, preparing meals, doing dishes, 

and cleaning up. The next day, the routine is repeated. It 

becomes increasingly difficult to adhere to the 24 hour rule 

for writing up field notes. 

summary 

Low test scores and subtractive4 bilingual programs 

that emphasize the learning of English at the expense of the 

first language, explicitly and implicitly rejecting 

maintenance and development of the students' native 

language, send a message of failure to u.s. Mexican 

students. 

4Subtractive bilingualism refers to bili'ngual programs that 
replace or subtract the students' primary language and culture in 
the process of assimilating them into the dominant culture 
(Lambert, 1975). A transitional bilingual program is an example of 
this. subtractive bilingualism is often contrasted with additive 
bilingualism which is the simultaneous development of two 
languages, where neither one is forfeited at the expense of the 
other. Enhanced metalinguistic development is frequently found in 
association with additive. bilingualism (Hakuta & Diaz, 1985). 



An urgent need exists to reconceptualize minority 

failure as a fabrication (McDermott, 1987) and reject the 

deficit model in our schools. Ethnographic home visits 

provide a mechanism for reconceptualization. 
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CHAPTER 2 

REVIEW OF RELATED LITERATURE 

Ethnographic Research 

Ethnography has its roots in anthropology. 
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Anthropologists traditionally complete field work in a 

culture other than their own. They observe, and interview 

informants for an extended period of time and meticulously 

document what is said and done. Geertz (1973) uses the 

metaphor of cultures as texts to suggest that activities can 

be read for their meanings. For Geertz (1973), an event 

such as the Balinese cock fight, for example, represents a 

story that the members of the culture tell about themselves. 

Aspects of culture typically studied by cultural 

anthropologists are kinship, marriage, labor, status and 

hierarchy, religious ceremonies, male and female roles, and 

modes of reward and punishment. 

Ethnography is the process of constructing, through 

personal observations of social behavior, a theory of the 

workings of a particular culture (Erickson, 1986). The 

emic, or insider's perspective, is an important goal of 

ethnographic research. In the emic perspective, phenomena 

are considered from the functional point of view of ordinary 

actors in everyday life opposed to the etic perspective in 

------------- -
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which phenomenon are considered from the point of view of 

standardized measurement (Erickson, 1986). Although they 

can never apprehend another's reality as though it were 

theirs (Geertz, 1983), ethnographers strive to provide 

accounts of other social worlds from the inside and to 

reflect the epistemological grounding of such accounts 

(Marcus & Fischer, 1989). The researcher seeks to discover 

a socially negotiated reality by integrating his or her own 

world with that of the informant. Ethnography can be 

envisioned as a way of viewing life. Ethnographers are 

curious of phenomenon others consider mundane. They listen 

scrupulously and thrive on probing into the motivation 

behind human behavior. Ethnographers observe human beings 

in situ. They voraciously read literature, and reflect in 

writing on their observations and findings. The 

ethnographic perspective, once internalized, makes other 

approaches to research seem too straightforward, overstated, 

simplistic or artificial. Noddings (1992) mocks the 

experimental approach as follows: 

Educational research has made the error of supposing 

that method can be substituted for individuals, and 

often when researchers are trying to determine whether 

A or B is a better method of instruction ("treatment"), 

they try to strip away the special qualities of 
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teachers and students so that the various settings in 

which A and B are being tried can be regarded as 

comparable. But teachers are not interchangeable; they 

can not be regarded as delivery systems or treatment. 

Nor are children interchangeable. Who the teacher is, 

who the students are, what they are trying to 

accomplish separately and together all matter in 

designing instruction (p. 3). 

In contrast to an experimental approach which 

deliberately divorces a phenomenon from its context so that 

attention can be focused on a few variables (Yin, 1989), 

ethnographic analysis considers human subjects embedded 

within their cultural, social, and historical worlds. It is 

contextualized, not controlled. Quantitative research 

operates upon a priori assumptions about how systems work 

and includes a preordained question, hypothesis, and testing 

of the hypothesis (Yin, 1989). Ethnography is not aimed at 

disproving a pre-existing hypothesis, but instead, one 

source of information is continually tested against another 

in order to strip away alternative explanations and to 

propose or assess an hypothesis that has evolved from the 

data (Fetterman, 1989; Langer, 1987). 

A pure ethnographic perspective assumes that all 

aspects of the context of situation, including the 
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researcher, are an integral part of the process and the 

phenomena one is attempting to explain (Harste, Woodward, & 

Burke, 1984). Ethnographic methodology has been 

characterized by its evolving nature (Philips, 1982), its 

dialectical quality (Hymes, 1980), and its improvisational 

style (Agar, 1986). The open-ended character of 

ethnographic data gathering allows methods to evolve as the 

investigation progresses. The ethnographer focuses on 

making sense of the lived-in world, not on method per se 

(Wolcott, 1982, 1985). Substantial data comes from 

experiencing the interaction with informants, and therefore 

the most important element of fieldwork is being there 

(Fetterman, 1989). Being present means experiencing strong 

relationships with one's informants. Some of these 

relationships may feel good and others may hurt, but all of 

them affect and change both researcher and informant 

(Erickson, 1984). 

School Ethnography 

Ethnographers doing research in schools are likely to 

be interested in social behavior outside as well as inside 

them (Wolcott, 1975). The commitment to education as a 

cultural process necessitates a broader perspective than 

that obtained by confining attention to events within the 

walls of the school building. Small-scale events and 
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processes (microlevel phenomena) are related to larger scale 

events and processes (macrolevel phenomena), and are 

incommensurable and intermingled (Devalt & Pelto, 1985). 

Micro and macro systems are interdependent but not 

responsible for each other. Thus, the relation of small and 

large systems is something that cannot be controlled for, 

but must be considered. Some ethnographers have included 

household observations and portraits of the communities from 

which students come in their investigations of how children 

learn in and out of school (Delgado-Gaitan, 1992; Delgado

Gaitan & Trueba, 1991; Reese, Balzano, Gallimore, & 

Goldenberg, 1991; Moll & D1az, 1987). 

The "cognitive theory of culture," which asserts that 

rules or standards that children learn at home underlie 

child development, forms the basis for many school-community 

ethnographies. Drawing from cognitive psychology, 

sociolinguistics, and anthropology, researchers investigate 

the question, "What do teachers and children have to know in 

order to do what they are doing?" 

Cultural anthropologists consider schools to be 

particularly appropriate settings for research in cultural 

processes because education reflects culture (Spindler & 

spindler, 1987; Wolcott, 1971). School ethnographies 

generally concentrate on the study of repetitive patterns of 
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behavior and patterns in cultural knowledge (spindler & 

Spindler, 1987; Wolcott, 1987). These patterns should be 

elicited from informants from the vantage point of long term 

intimacy with the field site and the people being studied 

(Spindler, 1982). In school ethnographies, observations are 

contextualized, prolonged and repetitive; hypotheses, 

questions and judgment on what is significant emerge as the 

study proceeds. 

Participation is classroom activities is the most 

efficient was for an outside to gain an insider's view (Wax, 

1971). Because culture is a dynamic system maintained and 

modified by its members, interaction with the participants 

is essential in order to make inferences about reality. 

Additionally, the insider or native view of reality is 

brought out by inferences from observation and by various 

forms of ethnographic inquiry. Instruments, codes, 

schedules, questionnaires, and interviews generated in the 

field are helpful in recording observations; with cameras, 

audiotapes, and video tapes being used to make data more 

vivid. There is an element of luck involved in gaining 

insights, and sometimes insights are illuminated years later 

when experiences and events produce deeper understanding 

(Rosaldo, 1989). For minority children, the view of the 

world often differs from school expectations of what 



children bring to the classroom in terms of language 

learning (Heath, 1983). Commonly referred to as the 

"cultural mismatch," such discontinuities between minority 

students' homes and schools have been blamed for school 

failure. Discontinuities in school center around the 

presentation of tests given before school admission; 

learning styles; conflicts of values; and patterns of 

socialization (Cazden, 1972 as cited in Camilleri, 1986). 
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sociolinguistic research has revealed differences 

between verbal interaction at home and at school (Au, 1980; 

Heath, 1983; Philips, 1983). Through an analysis of video 

tape recordings of minority children at home and school, 

Florio and Walsh (1980) found that some children who seemed 

quiet, inarticulate and inept with the teacher appeared 

talkative and witty at home. Labov (1972) likewise 

demonstrated that Black children who remained silent during 

interviews in school settings would not stop talking in 

conversations with peers. 

Philips (1983) studied the cultural differences in 

attention structure and regulation to talk between home and 

school on the Warm Springs Indian Reservation. Among her 

principal findings were that Indian students, from the point 

of view of teacher expectations, speak too softly, hesitate 

too long before speaking, and engage in too much visually 
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received signaling. Philips points out that the actor's 

position in the social structure influences how researchers 

and educators can perceive miscommunication. That is, 

because of the teacher's higher social status and authority, 

observers tend to conclude that it is the students who 

misunderstand, whereas logically it could just as well be 

said that it is the teacher who misunderstands. Based on 

her research, Philips suggests that even if teachers have 

good intentions, they and their students can miscommunicate 

nonverbally. She argues that because nonverbal behavior is 

extremely difficult to monitor consciously, ethnic 

discrimination by teachers may continue to occur even if 

deliberate efforts are made to eliminate it. 

Culture influences the way teachers organize meaningful 

activity in schools, and whether the teacher is from the 

same culture or not has academic consequences for students. 

In a study comparing Black and white preschool classrooms, 

Lubeck (1984) found that Black preschool teachers structured 

time and space to reinforce collectivism, authority, and 

group experience whereas the white preschool teachers 

reinforced individualism, independence, and an object

versus-person orientation. 

Researchers who have looked closely at minority 

families in the context of the home refute the mismatch 

------ ---------------
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theory by describing the family structure as supportive, 

resilient, and functionally adaptive (Reese, Balzano, 

Gallimore, & Goldenberg, 1991). Delgado-Gaitan (1992) found 

that the physical resources, emotional climate, and 

interpersonal interactions in Mexican households socialized 

children to education. still, the social organization of 

schools fails to dLaw upon the strengths of minority 

children and their families. 

Ogbu (1981) argues that studies that focus on either 

discontinuities or continuities between the horne-community 

and classroom interactional and communicative styles without 

considering how the wider society and its institutions 

influence minority schooling are misguided. He maintains 

that academic performance of the minorities is due to 

complex forces not only within the classroom and school, but 

also within the historical, economic, and sociocultural 

domains in the society at large. This difference in scope 

is often what characterizes "macro-ethnographies" from 

"micro-ethnographies." Ogbu (1974) attributes the 

difference between Black and white school achievement to an 

adaptation to historical and social conditions that differ 

in significant ways from those experienced by mainstream 

white middle class. Ogbu (1974, 1981) believes that 

subordinate minorities respond unconsciously to the limited 
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post-school opportunity partly by reducing their efforts in 

school tasks to the level of rewards they expected as future 

adults of American society. 

Philips (1993) defends the microethnographic approach 

by explaining that "macroanalyses are simply ways of 

conceptualizing relations among microphenomena" (p. 4). 

Later she adds " ... and if anything, macroanalytic 

educational ethnographers have acquired the comparative 

method from microethnographers, rather than the other way 

around" (p.S). She concludes that microethnographers have 

succeeded at relating theory to practice by developing 

models of teaching and learning from which specific 

implication for practice can be derived. Microethnographic 

analysis offers accountability to a data base. It claims to 

characterize a body of data of tapes and transcripts to 

which others can have access so as to verify the analysis; 

and it has demonstrated the ability to link theory to 

practice so that explicit recommendations for social change 

can follow from the conceptualization of the phenomena 

studied. 

Schools, as social and cultural institutions, both 

reflect and construct opportunity structures for children. 

school ethnographies have succeeded at documenting and 

analyzing that interplay of forces in the larger society and 
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what happens inside the classroom walls contributes to the 

success or failure of minority students. Unfortunately, 

description and analysis of either macro or microprocesses 

contribute little to educators who incessantly search for 

ways to improve teaching practice. PerhapG teachers who 

conduct ethnographic research will successfully combine 

macro discussions of large social forces and what happens 

outside of school with micro analyses of classroom dynamics 

in efforts to inform practice that will change what happens 

inside the classroom walls to compensate for inequities in 

the community at large. 

studies Involving Teachers as Researchers 

Traditionally, research on the improvement of education 

has been carried out using "linear strategy." The term 

linear refers to the presupposition inherent in this 

strategy that educational innovation, or change, is the end 

product of a series of activities occurring in succession: 

research-development-dissemination-adoption. Research is 

carried out by knowledgeable persons or "experts," and 

adoption of products or techniques is done by those at the 

opposite pole, "practitioners." Thus, in the linear method, 

teachers assume a passive role in research and development 

(Gonzalez, 1983). This system perpetuates class barriers 

between teachers and university-based researchers. The 



preoccupation of reformers with policy and power 

redistribution involves matters remote from practices of 

teaching (Gallimore & Tharp, 1989). In reality, teachers 

are ideal candidates for conducting research because they 

are intrinsically interested in the nature and development 

of human learning (Duckworth, 1986). 

Recently researchers have seen value in involving 

teachers as active participants in school ethnographies. 

The ethnographic approach is one of the most effective 

instruments for educational reform precisely because it 

demands critical reflection between the researcher and 

participants and recognizes the strengths of the families 

and communities to participate in their change (Delgado

Gaitan & Trueba, 1991). Many researchers have invited 

teachers to participate in ethnographic research by either 

sharing findings with them or involving them in conducting 

the research. 
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Heath (1982) spent nine years studying why black 

children were having problems in school. She found 

discrepancies in speech used in lower-class Black (Trackton) 

homes and in school. At school, teachers often pulled 

questions out of context and then complained when students 

were "not able to answer even the simplest question" (p. 

107). In Ways with words, Heath (1983) described how 

-------_ .. -_._-_.- .-
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teachers collaborated in ethnographic research into the 

communities of Roadville and Trackton. Teacher-researchers 

investigated their own personal histories of language 

socialization and then began recording similar data from 

their students. For example, the teachers noted the 

features of their own students' language structures and 

compared these to the workbooks and tests given to students. 

They discovered that many test items discriminated against 

black dialects. In a fifth grade science class, the teacher 

involved students in researching farming methods in the 

community. students interviewed community members, observed 

and took photographs and then reported what they found. The 

students became ethnographers of a sort; and in so doing, 

they improved their knowledge of science. Through their 

roles as participant observers moving from the familiar to 

the unfamiliar, the students improved their textbook unit 

test scores, standardized test results, attendance records, 

attitudes toward school, and positive teacher-parent 

contacts increased. 

Mohatt and Erickson (1981) focused on the instructor's 

communication style in an in-depth comparison of an Indian 

and non-Indian teacher. Mostly through observations of 

teachers on video, they observed how directions were given 

and how student activities were monitored. They also 
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studied the rhythm of the teachers' pause times between 

questions and answers. They found that Indian and non

Indian teachers used different participation structures in 

the classroom. The non-Indian teachers used more direct 

commands and singled out students for individual responses 

or contributions. This information was shared with teachers 

and they discussed the findings. As the school year 

progressed, the non-native teachers began to use more of the 

participation structures which were characteristic initially 

of the native instructors only. This suggests that it is 

possible for teachers to adapt their style as they 

participate in research. 

Kamehameha Early Education Program (KEEP) 

KEEP demonstrates how teachers, by getting a glimpse of 

native Hawaiian students' natural cultural environment at 

home, see these children demonstrating talents seldom 

revealed in the classroom. Teachers are then able to use 

the filmed information as a guide in selecting culturally 

and instructional by appropriate goals, objectives, and 

experiences. In one study, analysis of a sample reading 

lesson revealed that reading achievement increased 

dramatically when teachers incorporated participant 

structures in their reading lessons which were similar to 

those of the talk story, a major speech event in Hawaiian 
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culture (Au, 1980). In another study, a KEEP comprehension

based, small-group reading program showed positive results 

when compared to a control group. The KEEP reading program 

includes a variety of levels of questions that encourage 

speculation and relational statements which tie the text to 

personal experience (Tharp, 1982). 

In the Innovative Approaches Research Projects (IARP), 

teachers work together to develop and define the specific 

application of the innovative model in their classrooms. 

The IARP projects include Cheche Konnen: Collaborative 

scientific inquiry in language minority classrooms, Partners 

for valued Youth: Dropout prevention strategies for at-risk 

language minority students, community knowledge and 

classroom practice: combining resources for literacy 

instruction, and AIM for the BEST: Assessment and 

intervention model for the bilingual exceptional students 

(Warren & Rosebery, 1991). The process of collaboration was 

actually an integral part of the innovative practices 

demonstrated by the models and played a significant part in 

their success. Collaboration gave teachers a forum in which 

they could voice their ideas for innovation and find mutual 

support and assistance in working out these ideas; the 

approach both made teachers themselves more receptive to 

change and created a strong base for change within the 
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school. Common findings in the models included the 

importance of the organization of schooling, the value of 

teaching and learning approaches that restructure the 

traditional teacher/student relationships, and the 

importance of presenting language minority students with 

challenging content that is relevant to their experience and 

needs. 

Funds of Knowledge for Teaching (FKT) 

FKT, coordinated by Dr. Luis Moll from the College of 

Education and Drs. Carlos Velez-Ibanez and Norma Gonzalez 

from the Bureau of Applied Research in Anthropology (BARA), 

involves teachers in conducting research in Mexican, Native-

American, and African-American communities (Moll etal, 

1990). In 1990, I became a teacher-participant in the FKT 

Project. I was one of four bilingual teachers from two 

local school districts selected to participate in the santa 

Cruz Project, a phase of the FKT Project, funded by the 

University of California, Santa Cruz. 

FKT is predicated on the theory that funds of 

knowledge2 located in households, can serve as the basis 

for curriculum construction. Anthropologists in the project 

5Funds of Knowledge are historically accumulated and 
culturally developed bodies of knowledge and skills of strategic 
importance to households (Velez-Ibanez & Greenberg, 1989; 1990). 



trained four bilingual teachers from two local school 

districts in ethnographic interviewing, participant 

observation, documentation and analysis. Monthly study 

groups provided a forum for discussing theoretical, 

empirical, and logistical aspects of the research with 

university researchers and fellow teachers. 
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Knowledge that is important for the functioning of 

households often emerged during teacher study groups. Such 

knowledge served as the basis for classroom learning 

modules. For example, one teacher mentioned that her 

student displayed a coin collection during the home visit. 

This event served as the basis for the development of a 

classroom learning module on money and international 

exchange of goods. It was during another teacher study 

group session that the idea for cross-age tutoring sessions 

(discussed in chapter 6) originated. Funds of knowledge 

drove curriculum units developed by teachers. These were 

subsequently presented in the classrooms, and occasionally 

video tape recorded by researchers from the University of 

Arizona. Video tape recordings were later viewed and 

discussed with teachers during debriefing sessions. 

A key to the success of FKT is the voluntary 

participation of teacher-researchers. Teachers assume 

ownership of every aspect of the research, from conducting 
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household visits, to constructing and implementing classroom 

curriculum. ownership of the research enables teachers to 

combine theory and practice opposed to introspection or 

extrapolation from someone else's data. 

Teachers-Researchers as Change Agents 

Educators need to believe that they can make a 

difference, even in very difficult circumstances. 

such a view finds support in the spirit of 

ethnographic research in discourse and education. 

The leading ethnographers of education are not 

determinists; they can not be. They can not 

assume that the efforts of individuals are 

unavailing against the forces that shape the 

economy and structure of society. Their own 

principles of research require them to assume that 

the situations in which people participate are in 

an essential respect created by the people 

themselves. That is why ethnography is necessary. 

If what people do, and the meanings of what they 

do, were entirely determined by demography, 

budget, administrative organization, and the like, 

there would be no continuing need for ethnography 

(Hymes, 1982). 
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In order for teachers to learn how to design 

instruction that is empowering to minority students, they 

must first feel empowered (Freire, 1982; Aronowitz & Giroux, 

1985; Ada, 1986). Regrettably, bilingual teachers face 

political pressures as well as daily problems and report 

feeling isolated, powerless, and criticized (Ada, 1986). 

They are attacked by conservatives for failing to produce 

adequately trained workers for an increasingly complex 

technological economy; and by radicals for legitimizing the 

prevailing societal value of the dominant corporate order 

and perpetuating the existing gender, racial, and class 

inequities (Ada, 1986, p. 386). 

The task of teachers as researchers is not only to 

analyze the structural conditions by which inequity is 

reproduced in society, but to search out every possible site 

in which the struggle for progressive transformation can 

take place (Erickson, 1987). Teachers can be agents of 

change by first believing tha"t they can make a difference. 

Teachers make good educational researchers because they 

are oriented to prescriptive research (Goetz & LeCompte, 

1984). Whereas the anthropologist's goal is to describe and 

develop theories to explain human behavior, teachers want to 

know what they can do about the way things are (Zaharlick, 

1992). Teacher-researchers actively reflect upon their 
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teaching and upon the educational, social and political 

contexts in which their teaching is embedded (Grant & 

Sleeter, 1986). For these reasons, teachers should be 

included in every stage of educational research, including 

data collection, reflection and implementation. Any 

innovation will ultimately depend upon teachers' owning the 

process and defining the problem in ways that are meaningful 

to them (Moll, 1990). 

Teacher-researchers not only add to the knowledge base 

for teaching, but also provide both university and school 

communities with unique perspectives on teaching and 

learning (Lytle & Cochran-smith, 1990). cooperative efforts 

at educational research need to involve teachers in 

interpreting data. University researchers should check the 

validity of their conclusions with teachers in much the same 

way they would with sUbjects. Teachers have ready access to 

the home in a position of honor and respect, and the fact 

that the visitor is the child's teacher makes access easy 

and the welcome genuine; at least in the Hispanic culture 

(Cazden, 1992). The common link of concern for the child 

forms the foundation for productive communication (Wolcott, 

1975). Even teachers who do not reside in the community and 

do not share the ethnicity of their subjects are given 

insider status by virtue of working in the schools. The 
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analysis of learning experiences in the home has proven to 

provide insights into possible linkages between self

empowerment efforts on the part of minority families and the 

supportive role that teachers can play (Trueba, 1990). For 

these reasons, involving teachers in ethnographic research 

is a minimal condition for educational change to occur. 

Discussions between univ~rsity researchers and 

teacher/researchers set the stage for a meshing of theory 

and practice in meaningful dialogue. As teachers 

participate in the generation of knowledge about teaching, 

learning, and schooling, they become more critical of both 

university-based research and standard school practices. 

Many successful research projects have featured 

collaboration between university researchers and teachers 

(Heath, 1982; AU, 1980; Tharp, 1982, Warren & Rosebery, 

1981, Gonzalez et aI, 1993). Giroux (1992) explains that 

only when teachers become engaged intellectuals are they 

able to transform, have some vision for the future, see the 

importance of education as a public discourse, and have a 

sense of mission in providing students what they need to 

become critical citizens. 

Involving teachers as ethnographers is the key to the 

implementation of change. Ethnography can help teachers 

learn more about the culture of schools and the total 
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context of schooling; putting them in a better position to 

improve practice. Teachers have professional training and 

experience in education. They understand the realities and 

constraints of the classroom. They have access to children, 

their parents and school records. In conclusion, teachers 

have the ultimate responsibility for student learning at 

school. 



CHAPTER 3 

SETTING AND STUDENTS 
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In an ethnographic approach, the social and cultural 

context is treated as inseparable from the child. It is for 

this reason that this chapter discusses the students in the 

context of the school. The chapter begins with a brief 

description of the school setting and continues into a 

narrative of the students as they functioned in the school. 

Vignettes of the students when I met them serve not only to 

introduce the reader to the students, but to establish 

baseline data that elucidates categories of transformation 

discussed in subsequent chapters. 

The School Setting 

The setting for this study was Los Suarez Elementary 

School in the Soleado School District in Tucson, Arizona, a 

city of 700,000 inhabitants. The Soleado School District 

serves 14,000 students. The entire population of Mexican 

public school students in the state of Arizona is 34%, the 

vast majority of those are born in the U.S. In the Soleado 

School District, 75% of 14,000 students are Mexican (Arizona 

Daily Star, 1993). Los Suarez is a neighborhood school 

within the Soleado School District that receives children 

from homes, apartments, and trailers in a five mile radius. 
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Parents are employed in labor or service occupations earning 

between $6,000 - $10,000 annually (Soleado School District 

research department, 1992-3). The population at Los Suarez 

school is 50% Mexican with 73/614 or 12% identified as 

limited English proficient (LEP). Students are classified 

as LEP if they are of limited reading, writing or speaking 

ability as measured on the district-wide Language Assessment 

Scale (LAS), administered to all new students who indicate 

on their registration materials that they have home exposure 

to a language other than English. The LAS is an oral 

language test that includes sections on minimal pairs, 

phonemes, vocabulary, comprehension, and an oral retelling 

of a story recorded on tape. If the student scores a three 

or below, and speaks Spanish as the native language, the 

student is placed in a bilingual classroom. If the student 

achieves a level four or five, he or she is placed in a 

monolingual English classroom. There is one bilingual 

classroom at grades K-3 and an ESL/bilingual resource 

teacher responsible for providing ESL to LEP students in 

grades K-3 and ESL and bilingual instruction to LEP students 

in the fourth and fifth grade. 

I was the ESL/bilingual resource teacher at Los Suarez 

School at the time of the study. I instructed 62 LEP 

students, 15 of whom were in fourth and fifth grade. The 



61 

five students described below formed part of the pool of 15 

fourth and fifth graders who were pulled-out of their 

monolingual English classrooms and into my ESL/bilingual 

resource room. These students were in my room daily from 

11:15-12:30 and 1:30-2:20 for ESL, Spanish language arts, 

science, social studies, and health. For the remainder of 

the day, they were mainstreamed into regular 5th grade 

classrooms for mathematics, P.E., art, and music. Ideally, 

I would coordinate lessons with their classroom teachers, 

but that was logistically difficult. It is not uncommon for 

LEP students to be pulled-out, switched around, and tested 

by school "specialists" trying to meet their "special 

needs." Often parents, students, and teachers are unsure 

what bilingual programs consists of and who is responsible 

for instruction. Remarkably, bilingual students appear to 

adapt to often confusing schedules and, surprisingly, make 

it where they are expected to be on time. 

The Students 

Maria 

Maria was born in San Andres Cholula, Mexico, on June 

30, 1981. She could neither read nor write when she arrived 

at Los Suarez Elementary School (school records, 1990). A 

neighbor referred Maria and her brother, ages nine and ten, 

to our school on April 25, 1990, when she discovered them at 
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home during the day. within a week, Maria and her brother 

were anxiously waiting outside the doors of the school 

cafeteria to receive their breakfast. A teaching assistant 

recalled, "They would burst in the door like salvajes 

(savages), grab their trays, and begin eating with their 

fingers like they were starving6 ." Brother and sister sat 

together, distanced physically and culturally from other 

children. As one teacher observed, "They didn't fit in." 

Maria and her brother lived with paternal grandparents 

for two years while her parents and her fifteen year old 

brother attempted to immigrate to the u.s. During that 

time, she attended school sporadically in a Mexican village. 

Neither name of school nor grade of completion from previous 

residence in Mexico was listed on school registration forms. 

Consequently, Maria was placed according to age in the third 

grade bilingual classroom where she remained for two years 

because retention was "in her best interest.,,7 She "had 

one month of previous school, . entered non-literate," 

and was "below grade level in all areas."s In her 

6field notes, 9/92 

7Cumulative folder: Pupil promotion/Retention Action Form, 
5/19/90 

8Cumulative Folder: Individualized Education Plan 
Prescription Form, 90-91 



63 

teacher's words, retention would "allow her to acquire grade 

level skills in math and greater English skills.,,9 The 

teacher's goal for the next academic year was to "push Maria 

to show her the value of literacy skills and to achieve 

grade level objectives. ,,10 Typed by the signature line on 

the official retention form were the words, "Parents are 

living in Mexico and are unavailable." This had been 

crossed out and the form signed by the mother~ 

Two artifacts of Maria's beginning literacy were placed 

by her teacher in the cumulative folder. The first included 

five sentences copied on her first day of school. The 

sentences read: 

Eldiadehoyesmiercoles12deadrilde1989 (Today is 
Wednesday, April 12, 1989) 
E1diodeayereramartes (Yesterday was Tuesday). 
E1diademananavaserjueves (Tomorrow will be Thursday). 
E1diadehoyesundiaso1eabo (Today it is sunny). 

The second was a drawing of two rooms with hanging 

light bulbs in each room. Two stick figures were standing 

by a table and two chairs. At one end of the large room was 

a stove covered with black smoke. Below the picture were 

several indecipherable lines of Spanish text written from 

right to left. 

9Cumulative Folder: Light's Retention Scale, 4/18/90. 

10Cumu1ative Folder: Individualized Education Plan, 90-91. 



Maria had a lot of catching up to do to learn the 

conventions of school in the u.s. Initially, her third 

grade teacher showed her how to hold a pencil, cut paper, 

and write her name. The school nurse helped her with 

personal hygiene. She gave her shampoo to rid her of lice 

and showed her how to bathe correctly. She recommended 

undergarments and deodorant. 
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Academically, her teacher pushed ESL instruction since, 

"The possibility that there will be no teacher at 4th grade 

level who speaks/teaches in spanish is high. ,,11 Maria was 

taught beginning reading and math through a "modified 

approach using manipulatives for math and tests given 

orally, recognizing that (Maria) does not read well.,,12 

At the time I met Maria her grade reports indicated 

that she was at a first grade level in reading and language 

and a second grade level in math. 13 To make matters worse, 

She had been withdrawn by school officials from Los Suarez 

on four occasions (4-9-90, 9-13-90, 11-27-90, and 1-16-93) 

for missing ten consecutive days of school. 

11cumulative Folder: Light's Retention Scale, 4/18/90. 

12Cumulative Folder: Interim Progress Report, 3/27/90. 

Cumulative 
4/30/90. 

Folder: 
13 

-------------- --

Promotion/Retention Team Review Report, 
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I had many questions about Maria. I wondered what her 

life had been like in Mexico and how she perceived life in 

the u.s. I wondered why she had not attended school in 

Mexico. I wondered what materials I should use to teach her 

to read with success. 

Vivian 

vivian was born on March 30, 1981, in Nogales, Sonora, 

Mexico. She lives with two brothers ages 9 and 15, her 

mother, and the mother's boyfriend. Vivian attended two 

elementary schools in Tucson from 8/91-9/91, and from 9/91-

12/91 prior to entering fourth grade at Los Suarez on 

12/05/91. She performed well academically, but did not 

speak English, despite having received English instruction 

in Mexico since age six. In Spanish, she wrote beautiful 

stories of her own creation as well as retelling fairy tales 

such as Little Red Riding Hood and La Llorona. She wrote 

voraciously in her daily interactive journal about her 

mother, cousins and aunts living in Nogales, and about her 

deceased father. Although she was three when he died, she 

recounted vivid memories of him. Vivian wrote all letters, 

stories, and recitations with a poetic quality. She was 

capable of reading at grade level and above but chose to 

read picture books about stuffed animals, little children, 

toys or candies. She completed tasks quickly and seemed to 

---- ------------------



feel more comfortable petitioning help from the teaching 

assistant, Sra. Gomez, than from me. 
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Vivian was attractive, well groomed and dressed in the 

latest fashions. She socialized with Anglo, Black, and 

Mexican children. However, in my classroom, she chose to 

sit alone. At the beginning of the year she asked me if she 

could move her desk, and with my consent, she moved away 

from the other children and next to Sra. Gomez' desk. 

Whenever given a choice of whom to work with, she opted to 

work alone. 

I was perplexed by Vivian's behavior. She seemed 

social and antisocial at the same time. I could not figure 

out why she chose to isolate herself in my classroom. I 

wanted her to befriend me and the other students in the 

classroom. I also wanted to know how she had been taught in 

Mexico so I could continue the teaching style that had 

seemingly worked so well for her. I was curious about her 

family life. What were the circumstances surrounding her 

father's death, and the family's move to the U.S.? And why 

hadn't she learned English? She had all the characteristics 

of a good second language learner. She interacted with 

native English speakers, had a strong foundation in her 

native language, was academically high, talkative, outgoing 

and took the initiative to learn. 
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Armando 

Armando was born on October 29, 1982 in Tijuana, Baja 

California, Mexico. He attended third grade (4/15/91) in 

santa Barbara, California. In fourth grade, he moved to 

Tucson and registered at Los Suarez Elementary School 

(12/10/91). He lives with his younger sister and parents in 

a three bedroom house walking distance from the school. 

When I met him in fifth grade, he still would not 

attempt to speak English. Unlike Vivian, Armando had no 

formal instruction in English in Tijuana, Baja California 

where he was born, raised and attended school. He was at 

grade level in all subjects in Spanish but would never 

volunteer to read or participate in discussions. He is now 

in fifth grade but is small for his age. Armando is shy, 

quiet and easily embarrassed. One day his mother came to 

school to complain that a black girl from his classroom had 

been following him outside and saying things about him in 

English. I accompanied Armando and his mother to speak with 

his classroom teacher. The teacher asked him to point out 

the girl and she was called out of class and questioned. 

When asked why she was following Armando around, she 

shuffled her feet and looked down confessing that she liked 

him. The teacher then excused the girl back to her seat and 

I explained to the mother what she had said. The mother 
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smiled with relief while Armando turned bright red! Armando 

is easily embarrassed and visibly stressed as he encounters 

new beliefs, codes of behaviors, and communication patterns. 

For example, he is unsure how to greet me. He alternates 

between a kiss on the cheek and a verbal greeting. 

sometimes he just avoids the greeting altogether and 

retreats to the comfort of his desk. 

Armando's mother is not convinced he should be in a 

bilingual program. One day she came to school to express 

her concern that Armando was not learning English. She 

suggested that Armando remain in his classroom and not 

attend bilingual resource in order to expose him to more 

English. 

I wanted to develop rapport with Armando and his 

mother. I wanted Armando to learn English while keeping up 

with grade level content material. I wanted to know more 

about his past in order to facilitate his learning of new 

content. Most of all, I wanted Armando to have confidence 

in his own knowledge and abilities, and to feel comfortable 

taking risks in my classroom. 

Miriam 

Miriam was born in Magdalena, Sinaloa, Mexico. She 

attended first grade in Mexico. She moved to Phoenix, 

Arizona for second and third grade. She then returned to 

.. _---_._---
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Mexico where she lived with her grandparents and attended 

fourth grade. She entered fifth grade at Los Suarez 

Elementary on 10/92. She has two younger brothers ages 6 

and 8 months, and one younger sister, age 8. She lives in a 

two bedroom trailer with her siblings, father and mother. 

Miriam was a teacher's dream come true. She was 

disciplined, smart and helpful. She was capable and 

dependable. The first day she came to the bilingual 

resource room she walked up to me and introduced herself, 

"Hello, my name is (Miriam). Y Usted, (Como se llama?" (And 

what's your {polite form} name?) She later asked me to let 

her know if I ever needed help with anything. Miriam 

received half her education in Mexico and the other half in 

the u.S. and was able to speak both Spanish and English 

proficiently. Born in Magdalena, she is the only member of 

her family with Mexican citizenship. She attended 

kindergarten, first and second grades in Mexico. Her family 

then moved to Phoenix where her brother was born with his 

organs outside his body. He underwent a series of 

operations to reverse this condition. During this time, 

Miriam attended the second half of third grade and fourth 

grade in Phoenix. The family subsequently moved to Tucson, 

where she entered fifth grade at Los Suarez. 
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She is a good reader in Spanish and English and likes 

to read out loud and answer questions. She is always a step 

ahead of other students and is the first to complete 

assignments. She is biliterate and alternates between 

Spanish or English in her writing. 

I was interested in finding out more about Miriam's 

bilingualism and the impact it has on her life. I wanted to 

meet her family and hear about her miracle brother. I 

wanted to procure her perspectives on life in the u.S. and 

Mexico. 

Reyna 

Reyna was the most recent arrival to our classroom. 

She carne to Los Suarez from Mazatlan, Mexico. I first met 

her when she was identified for LAS testing (refer to 

discussion under the school setting for description of the 

LAS assessment). I remember clearly the day I administered 

the LAS to Reyna. I went into Mrs. Montebello's classroom 

and asked for Reyna. She was extremely shy and withdrawn 

but did not seem afraid or hesitant to go with me. As we 

walked down the hall to my room I asked her questions about 

her background which she answered with single words. 

The LAS indicated that she had high proficiency in 

Spanish and was non-English speaking. When I informed her 

teacher of the test results she asked, "Would it help her 
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learn English faster if she stayed with you all day? 

Really, I don't think she's going to understand much in my 

room." I agreed to take her. Each morning Reyna would 

leave her backpack in her classroom and come to my room. 

Each day she sat through first and second grade ESL classes 

in addition to a half hour of private ESL tutoring, followed 

by the rest of the day in spanish instruction with children 

her own age. Reyna worked diligently to learn English. She 

practiced language structures and took books home to read. 

She retained what she learned. 

One day she received a drug education CD.A.R.E.) 

workbook that had been translated into spanish. Her teacher 

told her it was "homework." That day Reyna took the book 

home and completed all 54 pages! The following morning she 

handed it to me, explaining that she was unsure how to do a 

couple of the pages. She then remarked that it had taken 

her until 11:15 p.m. to finish the book! 

I was very interested in getting to know Reyna better. 

Her extreme shyness worried me in a way. I wanted to 

understand how and why a person withdraws like that. I 

wanted to know what she was thinking and feeling in this 

foreign cultural and linguistic environment. What method of 

E.S.L instruction would best meet her real life needs? How 

could I best facilitate her social and academic development? 
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The following chart summarizes biographical data on the 

students: 

Table 1 

Biographical Chart for students 

Nome Ag Sex Blrthdate BIrthplace TIme In Mother's Father's 

e (MexIco) U.S. Employmt Employmt 

Vivian 11 F 3/81 Nogales 2 yrs. Unemployed Deceased 

Reyna 10 F 4/82 MazatHm 1 mo. Domestic Tourism 

Armando 11 M 12/82 Tijuana 2 yrs. Unemployed Fast Food 

Miriam 11 F 5/82 Magdalena 1 mo. Unemployed Construc-

tion 

Maria 11 F 6/81 Puebla 2 yrs. Domestic Int'l 

Commerce 

Sociocultural and historical issues could not be 

adequately investigated during the school day through 

testing or questionnaires. Questions about background, 

behavior, language, and their impact on academic achievement 

demanded a holistic and interactive research methodology. 

To pursue effective instructional approaches, I had to gain 

access to the stUdents' horne knowledge and background 

experiences. I wanted to understand the children 

historically in the context of their everyday lives. For 



these reasons, I chose to observe them in the place that 

made them who they were; the place that pr2pared them for 

acquiring a concept of the world: the home. 
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CHAPTER 4 

METHODOLOGY 
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As teacher/researcher, my rationale for selecting horne 

visits for the method of investigation was two-fold. First, 

homes contain rich research data. Household observations 

reveal cultural characteristics, daily routines, 

interactional patterns, family survival strategies, power 

relations within the horne structure, value systems, and 

other information of interest to researchers. 

Second, households provide a wealth of information of 

immense utility to teachers; although they are not 

traditionally viewed from this perspective. 

My study evolved from FKT Project. Borrowing 

methodology, observational and interviewing techniques, I 

expanded the breadth and depth of FKT horne visits by 

including more families, adding sources of data, studying 

the families for a longer period of time, and analyzing the 

data to address my own research questions. 

Based on theoretical sampling, I targeted five recent 

immigrant families for the horne visits. These were families 

of students I had research questions about. I conducted 

three ethnographic interviews using the questionnaire 
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designed for the FKT Project by Norma Gonzalez, an assistant 

research anthropologist at the Bureau of Applied Research in 

Anthropology (BARA) at the University of Arizona (see 

appendix for sample questions). 

Data collected from october, 1991 through May, 1992 

included a research journal, field notes, anecdotes from 

home and classroom observations, selected student journal 

excerpts, and video tape recordings of classroom activity. 

These data sources were analyzed for emergent categories of 

significance. The resulting categories characterized 

transformation of the teaching and learning context. 

This chapter summarizes what I did and how I did it, 

with a discussion of instruments, methods of data 

collection, sources of data, and analysis of data. The 

chapter opens with a comparison between "traditional" 

school/home visits and ethnographic home visits. This 

distinction is fundamental for understanding the liberating 

and empowering effects ethnographic home visits had me, my 

students, and the classroom. 

Traditional School/Home Visits 

A computerized search of literature revealed that in 

the past, home visits traditionally of either a punitive 

nature, or have been conducted to "teach" and "train" 

presumably "deficient" parents. Special Education, Chapter 
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I, Title VII, and Head start home visits are designed to 

accomplish this goal (D'Angelo, 1991; Hahn, 1975; Franklin, 

1979; Borenzweig & Wilmshurst, 1981; Alvord, 1977). 

School/home visits typically impose some kind of 

intervention, such as second language teaching, school 

readiness, self-concept or personality development (Askins 

et aI, 1975; Andersson, 1974). Models of intervention 

include training by paraprofessionals or program experts, 

the use of interpreters to relay prescribed information, and 

the distribution of materials such as writing implements, 

books and paper (Miller & Abudarham, 1984; Askins et al., 

1974). 

Though the relationship between parents and teachers 

has been linked positively to school achievement (California 

state Dept. of Education, 1973; Escobedo, 1983; Arizona 

State Dept. of Education, 1977), teachers rarely conduct 

home visits themselves. More often, that role is given to 

community liaisons, paraprofessionals or program "experts" 

who may have little knowledge of or connection to classroom 

activities or curriculum. When teachers do conduct home 

visits, it is usually in compliance with district or school 

mandates, not for any genuine desire to interact with 

parents (Levy, 1981). 

-----------.--.-------
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Ethnographic Home Visits 

In contrast to the longstanding tradition of home 

visits, teachers conducting ethnographic research assume the 

role of the learner. Their task is to understand household 

dynamics by analyzing the social history and activities of 

its members. An orientation toward learning from, valuing, 

and respecting parents contributes to the usefulness of 

ethnographic home visits. The premise of teacher-as-learner 

facilitates positive communication between teachers, 

parents, and students since the relationship between parents 

and teachers is on an equal level. Such communication can 

not occur under the old home visit model where the teacher's 

agenda is to "teach" or "inform" parents and where minority 

parents are viewed from a deficit model. Instead, borrowing 

from ethnography, the teacher is a learner who considers the 

insider an expert of his or her own culture. 

I approached the household as a learner. I took note 

of as much as possible within each household, focusing on 

locating the household within historical, social, and 

communal matrices. Establishing and maintaining rapport was 

a high priority of mine since the success and validity of 

the interview rested on an open relationship established 

between informant and interviewer. I established rapport by 

being respectful, polite, and honest. I initiated 



conversation by sharing a school incident, or by asking 

about family members. I consistently asked open-ended 

questions, and followed their lead into other topics. 

Questionnaires 
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I used the FKT questionnaire to elicit information on 

personal and labor history, household chores, and parental 

attitudes regarding child rearing, education, language and 

culture. I attempted to internalize the questions so that 

they could be posed naturally in conversation. Generally, I 

used the questionnaire as a guide, not for a structured 

interview. Often, the most pertinent information came not 

in response to specific questions, but in free conversation, 

sometimes after the tape recorder was turned off. 

Participant Observation 

I observed students at home and in the classroom while 

participating in home interviews and classroom activities. 

At times, I had the opportunity to observe students from a 

distance as they worked independently or with others. At 

the conclusion of home visits, and at the end of the school 

day, I reflected on student behavior and activities. 

Additionally, I viewed video tape recordings of classroom 

activities. 
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Reflexivity 

In the words of Myerhoff and Ruby (1982), reflexivity 

means to "turn back upon oneself •••. making itself its own 

object by referring to itself: subject and object fuse" (p. 

3). In the case of teachers conducting participant 

observations of their students, the teacher-researcher must 

at the same time be objective and subjective - the process 

of reflexivity is in constant progress. In a discussion of 

"passionate detachment," Geertz (1973) maintains that in 

fieldwork, one must "see society as an object and experience 

it as a subject ... fusing two fundamental orientations toward 

reality - the engaged and the analytic - into a single 

attitude" (p. 157). According to Geertz, culture is a 

product of acting social beings trying to make sense of a 

culture, so we must study culture from the actor's point of 

view in order to situate ourselves in the position from 

which it was constructed. 

Upon conclusion of the home visits, I called my student 

subjects up one by one to ask them to choose a pseudonym to 

be used in writing the study. A few chose their name 

immediately, while others wanted to think about it. A new 

student in the classroom overheard the exchange and 

requested: "Yo tambien quiero salir en tu obra" (I also want 

to be in your creation, in writing as well as in art, 
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theater, music, even construction}. Initially intrigued by 

her use of the word "obra" to describe the study, I later 

acknowledged that ethnographic research conducted by 

teachers allows for the researcher to become an "actor" and 

to be reflexive in a way seldom seen in traditional 

ethnographic writing (Mascia-Lees et al., 1989). Teacher

researchers are subjective beings involved with students and 

very much a part of the dynamics of the research process. 

Actors are seen as involved in transformations of their 

states of being in their relationships with things, persons, 

and self. In a Gramscian sense, acting is more a matter of 

becoming than of getting (Gramsci, 1957). Ethnographic 

researchers should not hide behind a mask of neutrality in 

preparing accounts but present something of themselves and 

of how they felt personally toward people and events they 

were studying (Redfield, 1953). 

Reflexively-oriented work needs to begin with the 

understanding that systematic thinking about one's own 

experiences is a valid source of knowledge and insight 

(Segal, 1990). Personal experience derived from direct 

participation in the insiders' world is an extremely 

valuable source of information, and participant observers 

find it extremely useful to note and record their personal 

feelings and impressions of field involvements and data 

--------- ----
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collection (Jorgensen, 1989). In turning inward and making 

self, motives, and experience the thing to be confronted, 

the researcher locates the "other" in self and becomes a 

character in the ethnographic text. 

Freire (1983) has said that in the case of an initial 

teacher-learner dichotomy, the teacher becomes part teacher, 

part learner. He suggests that such a process requires a 

self-effacing stance on the part of the teacher. I 

discovered that not only could I learn from my student 

subjects, but I learned from my reflexive processes; during 

interviews, while writing field notes, observing students, 

formulating categories, and during the writing process. 

Data Sources 

The over-arching aim of data collection was to 

understand individual perspectives and experiences and how 

these changed over time. The following table summarizes 

data sources collected from 2/91-5/93: 

Field Notes 

Interviews were conducted in Spanish and were tape 

recorded to facilitate accurate documentation. Field notes 

were made by listening to tape recordings in Spanish and 

summarizing the content in English. Field notes were 

written on computer disk subsequent to each home visit. 



82 

Table 2 

Data summary Table 

Data Source Collection Purpose Data 

Type Time Analysis 

Field Family 9/92-12/93 Background Systematic 

Notes Members Information Coding 

Audio Family 9/92-12/93 Quotes/ Transcription 

Tapes Members Verbatim /Discourse 

Accounts Analysis 

Video Students 9/92-5/93 Classroom Anecdotal 

Tapes/ Activity Comparison 

Anecdotes 

Student Students 9/92-5/93 Student None 

Work Progress 

School Cumulative 1/93-5/93 School Biographical 

Records Folders History 

Research Researcher 2/91-10/92 Change Category 

Journal Emergence 
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These notes were organized by themes, such as biographic 

information, family history, labor history, household 

chores, child rearing, education and language (See Appendix 

D). The field notes provided background information as well 

as specific details that were important in gaining an 

overall perspective of the families. 

Video Tape Recordings 

A graduate student from the College of Education at the 

university of Arizona video taped thirty hours of classroom 

activity recorded on twenty video tapes for analysis of 

transformation of the teaching and learning context. I 

later viewed these tapes to assess change over time in 

social interaction, behavior, motivation, interest, or 

lesson content. I edited ten video tapes into one summary 

video tape at the end of the research project to illustrate 

key points of transformation of the teaching and learning 

context, to showcase the students and feature classroom 

pedagogy. 

Research Journal 

I kept a journal throughout the two-year research 

process. Entries were made any time I thought of or 

experienced something related to the research. After one 

year and eight months the journal was printed out and coded 

manually for evidence of patterns. I began by recording the 
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main topics in the margins. After about ten pages, I 

noticed that I was reading things I no longer believed, such 

as " • .. I see poverty as the root of their problems, and I 

have no control over this" (Floyd Tenery research journal, 

9/91). It occurred to me that a theme of transformation was 

emerging from the data. At that point I drew a two-sided 

grid that included my ideas "before" and "after." As I 

proceeded to read through the data, I systematically 

recorded themes and journal entries into this grid. This 

technique enabled me to analyze, retrospectively, my own 

transformation as a teacher/researcher. The resulting 

categories of transformation are discussed in Chapter 5. 

Analysis of Data 

Ethnography is primarily reflective (Gilbert, 1993). 

One works up from the data, rather than selecting some 

theory by convenience and then dipping into the data for 

fragments that support it (Gilbert, 1993). A focus on 

contextualizing the words and actions of the five students 

resembles a position developed within anthropology under the 

name processual analysis. This view stresses the case 

history method; it shows how ideas, events and institutions 

interact and change through time (Rosaldo, 1989). The 

consistent tabulation of data over time facilitated a 



retrospective analysis of themes toward the end of 

fieldwork. 
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In efforts to systematize analysis, I coded field notes 

from the horne visits using a computer software program 

entitled Superfile. A series of letters, words and symbols 

were typed at the beginning and end of a section of data. I 

then read the chunk of data and typed words or phrases that 

described the content of what I had read. These words and 

phrases were later printed out in the form of a key word 

dictionary. For analysis, single words or combinations of 

words can be requested and the sections of data that have 

been coded with those words will be combined to enable the 

researcher to read sections of data pertaining to a given 

concept or theme. 

Systematic coding of field notes revealed over thirty 

themes including struggle, reciprocity (human, social 

interdependence), funds of knowledge, cross-border travel, 

adult-like roles, and cross-age interaction. Glaser & 

Strauss (1967) suggest that the systematic discovery of 

theory from data begins with this preliminary analysis of 

codes and their relationships to the research questions. 

Coding lends reliability to the analysis of field notes and 

to the development of generalizations because it is 

"grounded" in data. 

-------- ---------------- -
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Grounded theory (Glaser & strauss, 1967) evolves from 

the data and is generated, tested, and verified in an 

evolutionary way. This contrasts with verification of 

existing theories or logical deduction from a priori 

assumptions. The systematic discovery of theory from data 

assures that the theory will fit and work. Theory based on 

initial data is usually not completely refuted by more data 

or replaced by another theory because it is too intimately 

linked to the data. Grounded theory is derived from data 

and then illustrated by characteristic examples of data. 

Proximity to the data contributes to validity because the 

categories are in a constant state of flux. If the 

generation of theory evolved from ideas and insights, then 

it must be brought into relation to the data, and there is 

great danger that theory and empirical world will mismatch. 

For this reason, grounded theory will be more successful 

than theories logically deduced from a priori assumptions. 

Key words and phrases generated from systematic coding 

are incorporated into the discussion of findings in chapters 

4, 5 and 6. For instance, "struggle," and "reciprocity" 

figure predominantly in the discussion of teacher 

transformation in chapter 4. Reference is made to key 

phrases "adult-like roles" and "cross-age interaction" in 

chapter 5 on student transformation. "Funds of knowledge" 

. - .. -.~---------------



and "cross-border travel" figure into the discussion of 

mediation in Chapter 6. 
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stories and incidents from participant observations in 

the homes and classrooms provide support and illustrate 

categories evolving from the data. In this study, anecdotal 

data takes the form of quick notes of student behavior 

witnessed in the classroom, narratives from home interviews, 

and direct quotes from the field notes or journals. 

Anecdotal data were compared in efforts to discover trends 

or patterns and validate conclusions. Anecdotal data can be 

trusted because the experience was "lived." 

The following chapter details the home visit. It 

describes what I observed, what I heard, and what I learned 

from the home visit about the students and their lives. 
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CHAPTER 5 

LA VISITA DE CASA 

As I got out of my Honda Accord with manila folder in 

hand, there was nothing I wanted more than to slip 

inconspicuously into the surroundings. Instead, I stuck out 

like a sore thumb - a tall, blonde-haired, blue-eyed Anglo 

teacher in the middle of a Mexican barrio. Having obtained 

permission from the school district, I had arranged an 

interview with the parents of each of the five students. On 

this particular day, I set out from school alone at 3:30 

p.m., with address and map of the neighborhood in hand, for 

my first home visit. This was the first time I had ventured 

outside the school in this neighborhood, and I was nervous. 

To make matters worse, I had trouble finding my students' 

streets and trailers, which were often out of numerical 

order. I would stop and ask, often unsure of what language 

to use in addressing community members. As I approached the 

first address, a middle-aged Mexican woman in a sleeveless 

cotton dress pulled back a blue home-made curtain and looked 

out her window. My student and a younger child took turns 

peeking out. 

I wondered what the family would be thinking of me, if 

they would be suspicious of my motives. I worried that I 



was imposing on their family time and contemplated what to 

say. I had no formal agenda and no prepared questions. I 

simply wanted to know them better, and planned to be up 

front and honest. (Field notes, 1-92) 
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By the time I reached the house, the door was already 

swung open, the mother smiling as she invited me in. I 

introduced myself and allowed the parents to initiate 

conversation. The conversation flowed naturally, centering 

around background information, medical problems, salaries 

and their personal lives. I was impressed by the openness 

and warmth with which I was received. Two men, seated in 

the living room, stood to greet me and shake my hand. We 

exchanged introductions I hoped what I learned from them 

could make me be a better teacher. The men participated 

peripherally in the conversation for about five minutes, 

excused themselves, and left through the front door. I took 

general notes of what my student's mother said to enable me 

to re-construct the content of the interview when I got 

home. 

On subsequent home visits, I was frequently petitioned 

for information on everything from bus schedules to health 

care concerns. Aware that reciprocity is an important part 

of ethnographic research, I helped parents whenever I could. 

If unable to address concerns directly, I referred parents' 



requests to other school personnel, such as the community 

liaison, nurse or counselor. 
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I later discovered I had intuitively conducted initial 

horne visits in a method that would be characterized as good 

ethnographic research. Approaching the horne as a learner, I 

established rapport by asking genuine, open-ended questions 

and allowing the informants to lead the topic of 

conversation - all techniques that lead to collaborative 

discourse. 

This first visit differs from subsequent visits by my 

level of anxiety. Traditionally, community or parent 

involvement is construed by parents corning to the school, 

and supporting schools in their task of educating students. 

Teachers have not perceived their role as one of going into 

the community, and into students' homes. Reasons for this 

relate to large and smaller structural issues, such as low 

pay, lack of time, and compartmentalization of the work 

force. 

For teachers, going outside their comfort zone, 

speaking a foreign language, and taking on the role of 

learner, coupled with fear of the unknown, produces anxiety. 

This same anxiety is familiar to immigrant families as they 

encounter unfamiliar people, customs, and activities. It is 

only when one is able to have a semblance of what family 
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members experience daily can the insider's perspective be 

approximated. The fact that the teacher is willing to move 

outside the comfort zone is key to the uncharacteristic 

relationship that developed between parents and teacher in 

this study. 

Details of a Home Visit 

After having completed three visits to the first 

family, and now on my way to the first visit to the second 

family, much of my anxiety had worn off. By this time, I 

was paying close attention to the surroundings while 

interviewing parents based on the questionnaire. still 

making the visits alone, I came away with more data about 

tools, books, electronic devices, and products used by 

members of the household; interactional patterns; and other 

information that helped me learn how the family developed 

networks and skills, dealt with health and economic 

exigencies, their levels of literacy, and so fourth. 

On my way to the second family, I stopped to pick up a 

cake at a tiny market located on the corner of the 

intersection of two main streets in front of the trailer 

court where my student lived. Bringing food seemed an 

appropriate gesture of reciprocity, considering I was 

frequently offered food on home visits. An Asian man at the 

counter greeted me as I walked in the door. Immediately, I 
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was struck by the high prices marked on the goods. $.69 

each for fresh fruit, a bottle of coke for $1.39, and the 

package of sweet rolls I purchased for $3.14. I wondered if 

the family I was visiting shopped there, and if so, how 

difficult it might be for them to purchase a loaf of bread 

for $2.10. 

I returned to my car and strategically made my way 

across the intersection that had no traffic lights. The 

trailer court where Maria's family lived was depressingly 

run down. A metal fence with rows of spiky barbed wire at 

the top surrounded the area. Broken glass prevented me from 

parking in front of Maria's trailer. I made a u-turn and 

pulled up on some grass. There was an abandoned brown 

station wagon without tires parked on the strip. As I 

opened the car door, I heard chickens clucking from a 

chicken coop in the yard across the dirt road from Maria's 

trailer. 

Having been trained to pay close attention to the 

household setting, I noted that the trailers were separated 

by 10 feet of hard ground, and occasionally wire or wooden 

fences. Screwdrivers, tires, bicycles and boards were more 

common than vegetation in the yards. Just outside the front 

door at Maria's house, however, was a 2' x l' bed of 

hierbabuena (peppermint). The wooden steps leading to the 
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door seemed unstable. When I bent over to look under the 

steps, I noticed blankets, boxes, clothes and a T.V. set 

stored under the trailer. I knocked on the door and waited. 

A black chevrolet pick-up truck was parked beside the home 

with its door ajar. As I looked closer, I noticed that 

Maria was inside the truck with some papers and a pencil. 

She had been watching me and giggled as she stepped down 

from the truck to greet me. She walked into her house and 

advised her mother of my arrival. From a back room her 

mother answered "pase"(come in). 

As I proceeded into the home of ll-year-old Maria, a 

heavy grease smell overwhelmed me and stung my eyes. Maria 

motioned for me to sit down, and explained that her mother 

was in the shower. I sat in the living room on one of two 

sofas facing each other. In front of me on the floor were 

four small rugs covering red carpeting. In addition to the 

sofas, a console TV, a smaller portable T.V., a stereo with 

a cassette player, and a radio were packed into one small 

area. Across from me were a chest of five drawers, and a 

small table with a cloth on top of it covered with 

knickknacks. The kitchen, visible from where I sat, 

contained a refrigerator, a two-part sink, counter top, 

stove, kitchen table, and upper and lower cupboards. 

opposite the built-in cupboards was a floor cabinet 



containing dishes, tablecloths, and silverware. A hallway 

off the kitchen led to a bedroom and bathroom. 
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On the walls were paintings of Jesus Christ and the 

Virgen de Guadalupe, nestled amidst velvet paintings of 

leopards and posters of bikini-clad women on motorcycles. 

In one corner hung three school certificates won by the 

children for completion of ESL and reading programs. Hand

crocheted doilies, glass figurines, and a carved wooden 

armadillo with a bobbing head adorned the tops of tables, 

counters, drawers, and the T.V. Ribbons, a parrot, wire 

baskets full of garlic, and an easter basket were among 

items hanging from the ceiling. 

In the southeast corner of the living room there was a 

curtain closing off a small loft where an older boy, about 

15 years old, was Sleeping. My entrance had awakened him, 

and he pulled the curtain open, revealing a cassette case, a 

wooden crate, clothes and high-top tennis shoes stored 

behind hint. Emerging from his 3' x 4' space, the boy 

presented me with the wooden crate, containing cassette 

tapes of ranchera, rap, and nortena music. When he asked me 

what I wanted to hear, I chose a recent release by Bronco 

called A Todo Galope, which he put into the family stereo. 

His 12-year-old brother, a former student of mine, joined us 

in the living room. The two boys told me about school. One 
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was in his first year of middle school, and the other his 

first year of high school. The elder boy showed me his 

schedule. His five classes included two periods of 

beginning ESL, sewing, shop, and health. He told me that he 

needed a note book with 100 pages for his health class. 

They were currently studying the ill eifects of drugs on the 

body. 

Just then, Maria's mother, wearing a simple shift dress 

and thongs, came from the hallway combing her wet hair. I 

stood up to greet her, both of us having met previously at 

school. She said that she was preparing dinner and hoped I 

would stay. She explained that she was behind schedule 

because she had taken her youngest son to the doctor for a 

cut on his leg and had to wait for hours there. When she 

was finally received, the doctor advised her to take the boy 

to Kino hospital on Monday where they would sew a small 

piece of skin onto his leg. The accident had actually 

occurred over a month ago in Mexico when her son fell from a 

car. After one month, the wound had not healed, so she 

conceded to consulting with a doctor. She asked her son to 

show me the injury, which he first attempted to do by 

raising his pant leg. When that failed, he dropped his 

pants to reveal a 2" diameter wound, still partially open. 



It was uncovered, but the boy assured me that it did not 

hurt. 
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Maria's mother walked into the kitchen and uncovered a 

large pot on the stove, revealing a dark sauce with visible 

roots and herbs floating in it, next to a pot of steaming 

rice, and a whole chicken. She explained that the sauce was 

mole, a traditional dish from her horne town of Puebla. I 

asked her how she made the dish, and she launched into an 

animated culinary discourse. As she spoke, she pulled herbs 

out of tin cans, opened the refrigerator to expose 

vegetables, and even unfolded a dry, salted fish from inside 

a newspaper. She showed me three kinds of festive bread, 

two kinds of tea, avocotes (kidney beans larger than the 

common sort), pescado tenso (stiffened, dry, salted 

codfish), chile negro (black chile), and ajonjoli (sesame); 

terms which Maria recorded on my folder. Maria's mother 

explained that she brings large quantities of ingredients up 

with her from Mexico and stores them for use throughout the 

months. Three-tiered brass baskets hanging beside the stove 

contained some of these herbal secrets. 

About 30 minutes later, Maria's uncle and aunt arrived, 

with their new-born baby, and two school-age daughters. 

They were accompanied by Maria's father, and a 2-year-old 

child belonging to another brother. The older children 



began playing with the younger children, and took them to 

the back room, where they sat on the bed and played catch 

with a plastic ball. 
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Maria's father, after introducing himself, he began 

telling me about a palace his brother had built in Cholula, 

just 8 blocks from their house. He told Maria to find the 

Selecciones (Reader's Digest) magazine that featured her 

uncle. Maria went to the chest of drawers and rummaged 

through papers, notebooks, books from Mexico, a Lengua 

Espanola book, an English workbook, and all kinds of 

worksheets, before coming across the magazine her father had 

requested. The feature in Selecciones told of a palace with 

15 rooms, and several staircases built over a period of six 

years by a man of striking resemblance to Maria's father. I 

skimmed the article, which told of the man's eccentric 

lifestyle that included 10 wives and 26 children. Our 

conversation evolved into a discussion of other areas of 

interest in Puebla, tourist sites and bars in Mexico, import 

and property taxes, and an elaboration of his job. He 

purchases T.V.s, radios, stereos, appliances, and clothes -

either on sale, or used - in Tucson and sells them in 

Mexico. As a consequence, he travels frequently between 

Mexico and Tucson. 
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Just then, Maria's mother announced that dinner was 

ready. We pulled the kitchen table into the living room and 

ate there. The rice was served separately, followed by the 

mole and chicken. Radishes and jalapenos were served as 

condiments. Maria and her mother remained in the kitchen, 

heating corn tortillas on the gas element and running them 

to the table. The children used their folded tortillas as 

spoons, accompanied by coke with ice. The women made sure 

their husbands had enough to eat by serving them several 

heapings of mole. Maria's mother was the last to eat. 

After dinner, I cleared the table, rinsed the dishes 

and returned to the living room, where the uncle, who had 

drunk several cans of Bud Light was imitating Cantinflas. 

He asked me to dance but I declined. Maria's father brought 

out two books on astrology; one from the Chinese, and the 

other from the Japanese perspective. He asked me what sign 

I was born under, and began to read me my fortune according 

to the stars. He examined my left hand and forehead and 

then referred to the books to tell my future. 

Maria's mother brought out an album that contained 

pictures from their horne town in Mexico. There were school 

pictures, pictures of birthday parties, and scenes from 

their horne. The horne had a dirt floor, chipped plastered 

walls, and a bare light bulb hanging in the middle of the 

---------------_.-
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room. In one picture, Maria was holding a puppy. Her 

mother explained that was what their house looked like when 

they were poor. Since her husband is now making good money, 

the house has been remodeled. 

When I left, I was given a care package of mole for two 

people, which the mother explained was customary for special 

guests. The children accompanied me to the car with big 

smiles on their faces as I thanked them. 

Discussion 

Scholars have long been aware of the socio-historical 

context of objects, behaviors, and cultural norms observed 

in households. But this is a relatively new approach in 

education. The following discussion relates household 

observations to socio-historical patterns of the 

strategizing household, as well as their potential 

applications for classroom instruction. Having presented a 

home visit in detail, the following section analyzes 

characteristics of that household visit from a comparative 

perspective. While recognizing that an analysis of a single 

household is limited in scope, I believe that this household 

is representative of other recent u.S. immigrant households 

I visited, and is significant in terms of illustrating 

characteristics of the strategizing household. 
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The strategizing Household 

Socio-political forces, such as immigration policies, 

language policy, and land expansion policies have led to 

transformations and adaptations at the household level. 

Keeping this in mind, the key to understanding u.s. Mexican 

children lies in the historical struggle of u.s. Mexican 

households for control of their labor, resources, and for 

economic security (Velez-Ibanez & Greenberg, 1990). 

strategies for survival are omnipresent in the every day 

lives of members of u.s. Mexican households. Struggle to 

sustain the household economically, socially, and culturally 

manifests itself in behaviors, activities, and customs 

exhibited in households. Pooling resources, sharing 

household chores, trading goods and services, and shopping 

at the swap meet are examples of such struggle. 

Domains of Knowledge 

Members of Mexican households have developed domains of 

knowledge, skills, and talents in response to sUbsistence 

living. Historically, limited economic resources prevented 

many families from turning to secondary institutions for 

goods and services to maintain the household. Knowledge of 

agriculture, animal husbandry, construction, electronics, 

and herbal medicine was instead developed locally, and if 

members of the household lacked knowledge of a given trade, 



they would trade services with other members of the 

community. 
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In contemporary U.S. Mexican households, unemployment, 

displaced workers, unstable employment, and the resulting 

low socio-economic status continue to influence household 

behaviors in the way described above. consequently, a vast 

spectrum of knowledge, skills, and talents commonly exist 

within U.S. Mexican households, and within the larger 

Mexican community network of non-market exchange. In the 

example above, knowledge of cooking was demonstrated by 

Maria's mother, knowledge of herbal medicine was suggested 

by the hierbabuena outside the house, knowledge of household 

repairs was evidenced by the hand-constructed stairs, and 

Maria's father and uncle indicated knowledge of 

international commerce, tourism, and taxes. 

Immigrant households typically contain transnational 

domains of knowledge; in this case, extensive knowledge of 

U.S.- Mexico relations. Maria's family, and others I 

visited, made frequent trips across the border to visit 

relatives, take vacations, celebrate holidays and special 

occasions, to visit doctors and dentists, and to purchase 

goods and services. Frequent cross-border travel exposes 

children to Spanish language and literacy, games and songs, 

international commerce, biculturalism, and many other bodies 



102 

of knowledge. Transnational knowledge was clearly evident 

in Maria's household as members of the family discussed 

customs and traditions from Puebla as well as recounting 

their experiences there. Transnational domains of knowledge 

extended outside Mexico in the example of Japanese and 

Chinese astrology. 

These bodies of knowledge can serve as the foundation 

for learning modules or thematic units developed by 

teachers. Teachers are able to combine standard curriculum 

objectives and teaching methods with local knowledge -

resulting in lessons of familiar content to minority 

students. For instance, a unit could be developed on 

international commerce between the u.s. and Mexico that 

could include reading, writing, math, social studies, and 

science objectives. 

student domains of knowledge observed in the homes such 

as farm animals, pets, plants, and bicycles, can be 

elaborated and shared with others in school. Domains of 

parent knowledge, such as knowledge of household repairs, 

construction, tile work, and auto mechanics, can be 

developed into hands-on school activities on measurement, 

money, mathematics, and electricity. 
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Interactional Patterns 

Some patterns of interaction observed in the homes can 

be attributed to adaptive responses to socio-historical 

processes. The existence of extended families, clustered 

households, temporary house guests, and non-consanguineal 

members of households are responses to difficult economic 

conditions. It is common to find three or more adults co

residing in a single abode in order to maintain the 

household. In the case of one of my families, five adults, 

including one grown son, contributed to the financial pool 

to sustain the household. Since these families depend on 

their social networks to cope with unemployment, 

immigration, discrimination, and other consequences of the 

borderland's complex political and changing economic 

environment, they are willing to invest considerable energy 

and resources in maintaining good relations with it members. 

Children are exposed to relations with members of various 

age groups, and learn to relate at a variety of levels with 

the adults and others in their lives. They may live with 

their parents, grandparents, step-parents, uncles and aunts, 

and may relate to them as family, friends, confidant, or 

acquaintance. Extended families provide financial support, 

child care support, assistance in cleaning, cooking, and 

running errands. They provide moral support because someone 
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is always home, and can contribute to a feeling of love and 

belonging in children. 

Children contribute important roles in sustaining the 

household as well. In the example above, Maria performed 

adult-like roles of cooking, cleaning, babysitting, 

translating, and carrying out cultural rituals, such as 

baptismal celebrations. Her brothers contributed to the 

household by helping adult males in household repairs, 

construction, car maintenance, yard work, and other 

household chores. 

Household interactional patterns can be reflected in 

the classroom. Cooperative group work, team work, cross-age 

interaction, and apprenticeship roles are appropriate 

applications of this concept. u.s. Mexican students should 

be entrusted and supported in positions of leadership within 

the school, and can be very loyal friends to other children. 

Cultural Praxis 

changing immigration policies, seasonal labor, language 

policy, and discrimination have precipitated changes in 

thought, as well as behaviors, and practices tied to 

thought. At the level of the household, cultural praxis in 

manifested in linguistic, literacy, religious, and cultural 

traditions or events. Such events provide families with a 

sense of belonging, solidarity and ethnic identity. For 
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example, family rituals such as birthdays, guinceafieras, 

outings, and visitas de respeto provide a sense of belonging 

to the family, and reaffirm family solidarity by bringing 

relatives together frequently. 

Maintaining Spanish language and literacy skills is a 

strategy used in the households to maintain a link to Mexico 

and relatives living there through the language. In the 

homes I visited, families strategized to maintain their 

native culture and language. For example, Maria's father 

referred to literature in spanish for both entertainment and 

information. Maria was often observed reading and writing 

in Spanish, as well as speaking. The family album of their 

life in Mexico, and the way it was presented to me, 

indicates a strong sense of pride and memories from Mexico, 

as well as being a marker of the family's social mobility. 

Religion plays a eminent role in the families by 

helping families cope during difficult times, providing 

family members with a sense of commonality and a sense of 

connection to tradition through rituals and ceremonies, and 

producing a sense of belonging in the larger scheme of life. 

Attending church, reading the bible, and other religious 

activities contributed to a sense of security, as well as a 

deciding role in family customs, priorities, decision

making, interactions, lifestyles, and sense of safety in the 
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homes I visited. Retaining customs, religion, and language 

was a conscious effort, accompanied by frustrations, as 

expressed by Armando's mother as she lamented that when she 

asks the children to pray with her at the family altar, they 

do not know the prayers, and sometimes lay down like they 

are tired. She added that she does not understand how they 

can sit in the same position for hours and watch T.V., but 

can not sit still for 20 minutes to say their prayers (Field 

notes, October, 1992). Paintings and statues exhibited in 

Maria's horne indictated strong religious beliefs in the 

household. 

Temporary sacrifice for the betterment of the family is 

another adaptive behavior demonstrated in the households. 

All parents in my study expressed that they carne to the u.S. 

for better opportunities, namely for their children. Men 

often worked more than one job, and women worked to 

supplement the income. This the parents did so that their 

children would not have to endure the hardships the had. 

Motivation by obligation to children is similar to what 

Suarez-Orozco (1987) discovered in his study of immigrants 

from Central America, only the children in his study 

incurred an obligation to repay their parents. 

Many parents had not completed school beyond sixth 

grade in Mexico. One father had finished second grade when 
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he was forced to earn money for his family. He worked odd 

jobs such as picking up bones from cattle that had starved 

and gathering fire wood so they could eat. To go to school 

meant paying for uniforms, paper, pencils, and books. This 

was too much of an expense for some parents, and the 

children had to stop going to school. One of the students' 

house burned down and he did not have clothes to go to 

school for the rest of the year. 

Parents developed strategies to compensate for their 

own limited literacy skills. They are very resourceful 

about networking with others as the need arises. For 

example, when letters from school arrive, they will find a 

neighbor to read or translate. Older siblings often help 

with homework. 

Naturally, cultural praxis has applications to the 

classroom. stories, songs, and written materials 

encountered in the homes can be used as the basis for 

literacy, history, music, or social studies lessons. 

Household linguistic data observed in households, such 

as dialects, regional lexicon, patterns of speech, have 

enriching possibilities in the classroom. Students could 

share characteristics of their home language orally and 

through writing. Teachers can use language data from 



household observations to make lessons more "real" to 

students. 

Summary 
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The characteristics of the families described in this 

chapter contradict many stereotypes of u.s. Mexican 

families. stereotypes such as a lacking morality, having 

broken families, not valuing education, and demonstrating 

low skill levels are invalidated by the data. In fact, 

observations in u.s. Mexican households suggest that the 

harder their lives, the more coping and survival skills they 

have developed. Strategizing households are rich resources 

for learning, as skills, domains of knowledge and cultural 

praxis may be utilized in the classroom to appropriately 

contextualize mathematics, comprehension, and composition 

lessons (Velez-Ibanez, Moll, Gonzalez, & Neff, 1991). 

Furthermore, relationships established between teachers 

and parents during household visits have positive 

consequences on student learning in the classroom. The 

experience of interacting socially with minority families of 

low socio-economic status provides teachers with an 

appreciation of cultural systems from which u.s. Mexican 

children emerge. Oral histories and narratives told by 

family members, in combination with expressions of cultural 

identity and solidarity, build an appreciation for the 
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individuals and what they have endured. This empathy, or 

caring attitude, transfers to the classroom, as teachers 

perceive students within a cultural and historical 

framework. Additionally, personal contact with community 

members establishes a line of communication and an 

invaluable relationship of confianza (mutual trust) among 

parents, students, and teacher. In all, an analysis of the 

households portrays u.s. Mexican households as ethical, 

religious, patriotic, and full of literacy. 
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TEACHER TRANSFORMATION 

110 

"Men make their own history, but they do not make it 

just as they please; they do not make it under circumstances 

chosen by themselves, but under circumstances directly 

encountered, given and transmitted from the past" (Marx, 

1963). Marx's dictum stresses the interplay of structure 

and agency, rather than granting primacy to one or the 

other. Accordingly, transformation occurs as a result of 

internal and external processes. Researcher and informants 

are situated in history and the interaction among them 

transforms their reality. The teacher gains a consciousness 

as he or she reflects on observations and conversations with 

informants. students and parents transform as they view 

themselves as informants, as the interview questions cause 

them to review events in their lives that have made them who 

they are, and as a relationship of mutual trust forms 

between them and the teacher/researcher. The 

teacher/researcher also transforms as they realize their 

role of change agent in ethnographic research. My own 

experience can be likened to the students' experience of 

transformation, evolution, success, and power. 
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The classroom environment and activities reflect the 

transforming relationships between researcher and informant. 

Classroom transformation, much like critical pedagogy 

described by Giroux (1983), involves engaging the processes 

through which people understand themselves and the ways in 

which they engage others and their environment. 

Ethnographic horne visits and my reflections upon them 

revealed the characteristics of transformation I refer to as 

"categories of significance." This chapter discusses two 

elements that characterized my own transformation. These 

categories emerged through a retrospective analysis of my 

research journal notes over the period of one year and eight 

months. I now reflect on the two categories: caring, and 

dispelling myths. 

caring 

Some contemporary educational researchers believe that 

caring signifies the most critical aspect of education in 

the 1990's (Noddings, 1992; Mercado, 1992). Sadly, only one 

third of the students surveyed in a recent study said that 

their teachers care for them (Girl Scouts of America SurveYi 

1989, as cited in Noddings, 1992). Noddings (1992) suggests 

that our current movement toward mastery learning is 

completely off target; she asks, why should children learn 

what we insist they "can" learn? Is this what people really 



need to live intelligently, morally, and happily? 
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Instead, 

she recommends a revamping of curriculum around topics of 

general concern such as caring for self; caring for inner 

circle; caring for strangers; caring for animals, plants and 

the earth; caring for the human-made world; and caring for 

ideas, with small groups of children concentrating on more 

specialized subjects. Noddings adds that students should 

learn to appreciate all types of contributions to the well

being of the world as valuable and be encouraged in school 

to pursue their interests. 

Interactions with educators are important factors in 

"empowering" or "disabling" language minority students which 

in turn directly affects academic achievement (Cummins, 

1986) . Minority children respond favorably to teachers who 

interact with them on a personal and multifaceted level. 

Mexican babies are typically raised in extended families 

where they interact with people of various ages and they 

learn to interact on various levels with the adults in their 

lives. This is referred to as a multi-level relationship: 

(Multi-level) relations are formed very early in 

the life of the Mexican child, and they are 

duplicated and reinforced through the life cycle 

if conditions allow them. Basically such 

relationships involve the same people in many 



relations and many people in many relations, so 

that the person, for example, to whom one is 

cousin, is also co-godparent, perhaps a co-worker, 

a neighbor, a fellow softball player on the same 

team, the parent of children with whom one's own 

attend the same school, and as well helps on 

weekends to fix the roof, the car, make tamales, 

and in the caretaking of children (Velez-Ibanez, 

1988, p.29) 

Mexican students tend to expect and long for this multi

level relationship with their teachers. 
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Home visits contributed to a caring and multi-level 

relationship between students and teachers. Prior to home 

visits I saw students as just that ... students. When I left 

school, I left behind both job and students. But the home 

visits caused me to reflect on my students in the evenings 

and on weekends. I envisioned the students in the context 

of their home, surrounded by a myriad of voices of those who 

interact with the child. I empathized with their problems, 

and celebrating their successes. This personalization 

transcended to the classroom: 

Today is the first day of school and I am not 

worried about what I am going to do or say. I 
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just want to make the students feel welcomed and 

comfortable. (Research Journal, 9-9-92) 

The students, too, expanded their conceptualization of 

me as more than just "teacher." Many times in conversation 

and in journal entries, they addressed me as "tia" or "mama" 

and they shared personal events openly. They discussed 

personal problems, relayed home conversations, recounted 

events with family and friends, discussed political and 

religious issues, and in one case, summoned help. 

An essential element in Mexican children's thinking and 

learning process seems to be what is called confianza14 or 

mutual trust (Velez-Ibanez, 1983; Moll, 1990). Velez-Ibanez 

explains that Mexican children are typically exposed to many 

household domains as well as the relationships within those 

domains. This provides the opportunity for children to 

develop knowledge in a supportive environment. In the 

Mexican household, learning is largely experimental in 

nature. That is, the child is allowed to observe and assist 

the adult in a task such as building an addition to the 

house. Largely by observation, children learn to ask the 

necessary questions during the performance of a household 

task. After the child has received an answer to the 

14The Mexican cultural construct indicating the willingness to 
engage in generalized reciprocity (Velez-Ibanez, 1983). 
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question, the child may choose to emulate the adult and 

experiment with the task in play or with junk pieces. The 

child is told to "do it but finish it yourself and try your 

best no matter how long it takes" (Moll, 1990 p. 64). In 

this way, Mexican children have multiple opportunities to 

experiment, and manipulate in a setting of mutual confianza. 

In emic terms, such zones of comfort, as well as the 

relationships that support their expression, become the 

basis of confianza and place the child within the 

appropriate cultural frame for adulthood. 

The concept of confianza translates well to the 

behavior I observed in my students. At home, they helped 

with household repairs, child care, animal care, household 

tasks and assisting relatives with car detailing and 

repairs. They first watched, then assisted the adult in 

completing a task, as in the case of Armando helping his 

father change the oil in the family automobile; and 

subsequently were expected to perform the task 

independently. Based on this concept, it is understandable 

that my students demonstrated unusual competence with 

household tasks of caring for younger siblings, preparing 

food, serving meals, yard work, mechanics, and construction. 

On occasion, they completed "adult-like" tasks including 

staying home alone, cooking, working outside the home for 
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pay, working on construction sites, translating for adults, 

and caring for babies (horne observations 11-28-92, 1-1-93, 

2-2-93). Interestingly, the students enjoy these activities 

so much that they refer to them as their "favorite thing to 

do" (Reyna and Maria student work, 12-92). When this 

relationship of confianza develops between teacher and 

students in the classroom, students are supported to take 

risks and challenge themselves academically (Whitmore, 

1992) . 

caring and empathy for the students grew out of the 

amazing stories relayed during horne visits. Armando's 

mother shared that she was eager for school to start because 

her children would be fed two meals a day. Miriam's mother 

described the fear of losing her daughter each time they 

crossed the border to visit family in Mexico. Born in 

Mexico, Miriam is forced to assume the identity of her 

cousin by memorizing the information on her immigration 

papers in order to pass freely across the border. This 

phenomenon, in which one or more members of a given 

household are born in Mexico and within the same household 

others are born in the U.S., is called "generational hop

scotching" (Velez-Ibanez & Greenberg, 1989), and occurs as 

populations follow available labor markets. 
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Maria's family told of the hardships they endured 

corning to the united states (10-20-92, see appendix for 

transcription of excerpt). The parents were forced to leave 

their children in the grandparents' care for two years while 

they made seven attempts to cross the border as "mojados" 

(the slang term "wetbacks," used to describe those entering 

the u.s. illegally). six times they underwent harrowing 

experiences of walking for miles across the desert, parched 

and hungry, only to be "thrown out" by immigration 

officials. They relayed stories of their feet being "eaten" 

by the tracks when they jumped on a train headed for Marana, 

Arizona. When they arrived in the town they had neither 

food nor money, and nowhere to sleep. They found some 

discarded carpets and made their shelter by "digging down 

like little dogs." On another occasion they befriended a 

"trampita" under a bridge who spoke spaniSh "un poguito" and 

gave them food he had retrieved from a garbage can. They 

found work by going door to door "limpiando yardas" and when 

lucky, the patrons would allow them to stay the night. They 

described one woman as "mala y envidiosa" when she locked 

the door to the bathroom. But other times they would be 

treated "como familia" and be given blankets, food, work, 

clothing and lodging. When confronted with communication 

problems, the parents used "senas" to express that they were 

- ----_._--_. ---
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cold, hungry or in search of jobs. At one point in our 

conversation the mother exclaimed, "jTodo sUfrimos por venir 

aca a los EE.UU! Able to settle for six months in Indio, 

california, they saved enough money in 1986 to "send for the 

kids." The oldest son, eight at the time, recalled his trip 

across the desert: 

No tenia miedo ... tenia que venirme. Pero la misma 

cosa me paso a mi ... me cai del tren ..• Llegue sin 

zapatos y me dieron zapatos ... pero grandotes •.. Yo 

iba andando como payasito .•• alli los tengo 

(pointing to the bottom shelf) de recuerdo (I 

wasn't afraid because I had to come. But the same 

thing happened to me ..• l fell from the train •.. l 

arrived without shoes and they gave me shoes ... but 

great big ones ... I walked around like a clown ..• I 

have them down there [pointing to the bottom 

shelf] as a souvenir). 

The mother described her dismay when she first saw her son, 

"He was filthy, and it pained me to see him like that." She 

explained that she was used to seeing "los giieritos de aca 

bien limpiecitos" and there came her son looking like that. 

She admitted she felt "embarrassed" to see her son, and 

lamented, "jEs muy feo ver a sus ninos asi!" 

------------------------- ------- ----- -
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One day, by a stroke of luck, a relative brought news 

that there was work in Oregon and they loaded up in a car 

that they had purchased "todos juntos" and made the three 

day trip. When they got there, they worked in "japei para 

la cerveza, la morita, la fresa, la cheri, la brocoli, en 

todo." Then one day the boss announced that he would give 

his workers "cartas" because they had been loyal to him for 

three years. They were taken to the immigration office 

where they got their "papers" and became legal residents of 

the U.S. They subsequently drove back to Arizona and lived 

in a small house which they rented with eleven other people 

until they met a "gringo" who offered them a trailer. They 

settled in and sent for the children. 

I was deeply affected and impressed by what my students 

had endured and the wealth of knowledge they gained through 

their life experiences. I empathized as their voices gave 

life to corning across the border; something I had previously 

only read about. I later expressed to the anthropologist 

who accompanied me on that particular visit that I feel it 

is a privilege to learn about my students' lives first hand. 

Dispelled Myths 

Ethnographic research has the potential to dismiss once 

and for all the notions of cultural deprivation and 

deficient mothering by describing the meaningful behavior of 
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people within the contexts of their lives (Lubeck, 1984). 

The visual field, the sheer amount of diversity a child is 

exposed to, and the access to everyday phenomena defy the 

description of disadvantaged. 

Rich familial detail generated through ethnographic 

study allows educators to see life from the point of view of 

the students' families, and as such it may allow the teacher 

to shift perspective from questioning what is "wrong" with 

non-mainstream families to questioning what is wrong with an 

educational system that does not effectively educate such 

students (Trueba, Guthrie, & AU, 1981). 

It is well documented that the learning opportunities 

teachers are able or willing to create in classrooms are 

affected by their perceptions of the characteristics of the 

groups of students they encounter (Oakes, 1985, Keddie, 

1971). Debilitating myths imprison the mind and render 

people voiceless and therefore powerless. Blaming 

children's parents, the culture, and their language for the 

lack of success in school has been a classic strategy used 

to subordinate and continue to fault the "victim" (Flores, 

cousin, & Diaz, 1991). 

I used to believe that my students had limited 

opportunities in life. I thought that poverty was the root 

of many of their problems and that this was something too 
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big for me to change as a teacher. This fatalistic 

viewpoint has slowly melted away as my relationship 

thickened with students and their families. I believe this 

transformation is the most important one I have made. The 

irrevocable changes involved in replacing mythical or 

ideological assumptions with the facts of the situation have 

ramifications far beyond the classroom. 

I would not have recognized the transformation of my 

own thinking had it not been recorded in my journal. Toward 

the end of the research, I printed out my journal and found 

I had previously discussed students in terms of "low 

academics," "home life problems," "alienation" and "low SES" 

(Research Journal, 2/92); indicating a deficit orientation. 

I no longer see Mexican families that way. Since I am 

looking for resources, I am finding resources and I 

recognize the members of the families for who they are; for 

their diverse talents and unique personalities. We now have 

a re~iprocal relationship where we exchange goods, services 

and information. Data from horne visits have disproved the 

following myths: 

Myth 1: Mexican immigrants have poor academic backgrounds 

To the contrary, I discovered that schools in Mexico 

are considered academically more advanced and stricter in 

discipline than those in the U.S., although they may not 

------ --_ .. _. __ ._--_.--_.-
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have had the opportunity to take advantage of this (field 

notes 9-91, 5-92, & 10-92). Instead of finding parents who 

do not emphasize education; parents wanted more homework, 

more communication with the schools, and stricter 

discipline. In Mexico, the best schools were not free and 

even public schools required parents to purchase books and 

supplies; making school inaccessible for the poorest 

children. All five families informed me that having access 

to free education was one the reasons they came to the U.S. 

Myth 2: Mexicans have limited work experience 

Discrimination, unequal power relations, adaptation and 

survival have forced Mexicans to develop skills in various 

occupations. They trade services or service their own 

vehicles, build, maintain and repair their own homes and 

appliances to avoid the expenses involved in secondary 

institutions, such as plumbing companies or auto mobile 

repair shops. For families with limited incomes, these 

networks are a matter of survival (Moll, 1990). As a 

result, extensive skill level and rich work experience were 

evidenced in the five families interviewed. 

The home visits revealed well-established networks for 

trading services like car maintenance, cooking, child care, 

and home repairs. Reciprocity represents an attempt to 

establish a social relationship on an enduring basis. 
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Whether symmetrical or asymmetrical, the exchange expresses 

and symbolizes human social interdependence (Velez-Ibanez, 

1988). The uncle of one of my students spent an afternoon 

working on the family's cooler and in return stayed for 

dinner. In another case, a mother's work-hours changed and 

she asked a neighbor to watch her boy in exchange for her 

caring for her child the following Saturday. 

The parents of my five students had held the following 

occupations: Grocery store owner, bank executive, 

carpenter, mechanic, dairyman, gravedigger, military, 

factory supervisor, farm worker, international salesman, 

tile, car repair, maid, and housecleaner. All parents began 

working both inside and outside the horne at a very young 

age. 

Myth 3: Mexicans are irresponsible 

Strong family values and responsibility are 

characteristics of the families I visited. This value has 

been described by some as familismo (familialism) and 

involves individuals' strong identification with and 

attachment to their nuclear and extended families, with 

strong feelings of loyalty, reciprocity, and solidarity 

among members of the same family (Triandis, 1991). Family 

loyalty contributes to academic success in refugee children 

(Suarez-Orozco, 1987; 1989, as cited in Trueba, 1990). 
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Each household visited included extended family 

membership. Fifteen family members lived in one house, 

including the student's grandmother, mother, two aunts, 

their husbands and their children. Each member of that 

family contributed to the welfare of the family, including 

two school-age boys who were working outside the home. My 

students were expected to participate in household chores 

such as cleaning house, car maintenance, food preparation, 

washing dishes and caring for younger siblings. The 

sense of responsibility to the family prevented one of the 

students from attending school drama and chorus rehearsals 

which gave the false impression of lack of responsibility: 

Music Teacher: "You know, (Miriam) has missed two 

chorus rehearsals." Before I could answer, the 

school drama teacher stepped in to add, "Oh, 

she'S very irresponsible." She had signed up to 

be in drama club too and has only been to two 

meetings. I said, "wait a minute •.• " The drama 

teacher corrected herself, "Well, she's acting 

irresponsibly." I then told her how the girl's 

brother was being hospitalized for a series of 

operations and when the mother had to leave, she 

left Miriam in charge of caring for her two 

younger siblings (11-25-92). 
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Miriam's missing after-school rehearsals was actually an act 

of responsibility, obedience, and loyalty to her family. 

I believe that this episode, and many other similar 

occurrences, illustrate how student behavior can be 

misinterpreted. What I have heard and observed in the homes 

has helped me to separate truths from myths as well as 

providing a backdrop for their behaviors. 

Conclusion 

The way a teacher views and interacts with students 

affects teaching and learning. As my relationship with 

students thickened, I intrinsically cared more about their 

perspectives and their experiences and I incorporated both 

into classroom activities. The teaching and learning 

environment became more democratic; equalizing my own voice 

with those of the students. I was aware of some of the life 

experiences of my students, and was a sponge for additional 

information. similar to a parent, my love and concern for 

these children transcended school walls. I was concerned 

for their welfare, their social interactions, their present 

and future needs and goals both inside and outside the 

classroom. Teacher/student interactions reflected a caring 

concern for social and political struggle in addition to 

academic preparation for the world. 
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This chapter describes categories of transformation I 

observed in the students during classroom activities. I 

observed students taking control of their learning, forming 

alliances, conducting inquiry-based investigations, 

participating in cross-age tutoring activities, and becoming 

leaders. 

The development of confianza between students and 

teacher contributed to the students' sense of importance and 

belonging, and aided in building a community where students 

are free to take risks. Knowing that I was interested in 

their families, students would often share stories about 

their lives with me, facilitating the use of background 

knowledge for conceptual development. An essential element 

in student transformation was the reciprocal social response 

I was receiving from parents. The parents' added 

involvement and participation in classroom activities 

supported student learning. For instance, parents sent 

materials to school, called me at home for clarification of 

activities, and volunteered for special classroom 

activities; each rendering positive consequences for student 

achievement. 
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As the research progressed, classroom activity 

transformed from being teacher-directed to being student

directed. A curriculum that once alienated students was 

replaced by activities alive with culture and language from 

the lives of the students. An orientation toward students 

as informants empowered students in the position of leading 

both context and content of their learning. Literature 

studies sessions, process writing, and scientific inquiry 

were conducive to accessing students' horne knowledge; 

whereas teacher lectures, Basal workbooks, and ESL drills 

were not. I began to allow students more freedom to direct 

their learning. The following section elaborates this 

approach. 

Taking Control of Learning 

Researchers emphasize instruction that allows students 

to take control over their learning, (Moll & Diaz, 1987; 

Giroux, 1992; Manke, 1992; Philips, 1993) opposed to rote 

learning which socializes students to be passive (Anyon, 

1980; Oakes, 1986). 

In order to observe students and to continue to learn 

about them, it made sense for me to relinquish control, and 

to begin instruction from the students' knowledge base. It 

became more apparent to me that the textbooks, pedagogical 

practices, and curriculum objectives that had previously 
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established a framework for instruction in my classroom had 

little relevance to my students' lives. Furthermore, there 

was a gross lack of availability of materials in Spanish, 

and the majority of what I had was translated and culturally 

unconnected to students' lives. Consequently, my students 

were reading without comprehension. They were neither 

empowered by curriculum designed for mainstream children nor 

engaged by a transmission approach to instruction. On the 

other hand, my students were highly motivated and engaged in 

learning when they had planned the activities and written 

the text. 

Forming Alliances 

As I observed the students interacting naturally in 

pursuit of their own goals, I noticed that they rarely 

encountered tasks alone. Rather, they chose to write in 

pairs, preferred to read as a large group, and never left 

the room alone to gather materials from the library. At 

times, the students would delegate tasks to be accomplished 

independently, but would always reconvene to check each 

others' progress. 

Vygotsky (1978) asserted that psychological functioning 

grows out of social interactions in the service of practical 

activity. The concept was elaborated in his discussions of 

his most famous theory, the zone of proximal development 
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(ZPD). The ZPD is defined as the distance between what a 

child can do with the assistance of an adult or more capable 

peer and what he is able to do independently (Vygotsky, 

1978). Higher level skills are developed first in 

interaction with external means of assistance or guidance 

(Tharpe & Gallimore, 1988; Portes & Cuentas, 1992) before 

students internalize and become capable of self-regulation. 

My students choose to work in groups. I observed them 

utilizing others to access the ZPD. For example, students 

exercised control of the ZPD through linguistic responses 

during learning activities. Research confirms the 

interactions between speech and development from the child's 

very first day of life. Children learn speech from adults 

through asking questions and through imitating. 

I observed that my students accessed the ZPD by 

scaffolding on what I was saying, what other adults had 

said, what their peers were saying, and by reacting to 

written text. These observations motivated me to create 

additional forums for conversation and talking about text. 

Inquiry-Based Investigations 

Inquiry-based learning (Freeman & Freeman, 1992) 

enables students to develop in their ZPD. For instance, 

when the teacher initiates an activity with a brainstorming 

and webbing of the students' ideas, based on what they know 
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about a given topic and what they want to know about a given 

topic, it activates background knowledge, validates student 

ideas, establishes a context for peer mediation, and 

generates further ~lestions. 

Curriculum centered around the Navajo concept of k'e 

designed by anthropologists, educators, and community 

members in Rough Rock, Arizona, highlights in~iry-based 

learning (McCarty, Wallace, Lynch, & Benally, 1991). The 

students were motivated by the cultural-linguistic relevance 

of the materials and the incorporation of home practices 

into classroom activities. The teachers noted that inquiry

based curriculum elicited content of interest and relevance 

to the students because they were learning about things in 

their own community. 

Hedegaard (1990) conducted a teaching experiment where 

children were constantly and deliberately forced to act. 

The children's research activity was central in these guided 

actions, which gradually led the children to critical 

evaluations of the concepts. This lesson plan format is 

designed to help teachers reconceptualize curriculum as a 

series of questions generated by the students and the 

teachers as they explore topics together. This type of 

lesson which began with students' interests and experiences 

was more engaging and interesting to students. On various 



occasions, the students chose the topic they wanted to 

investigate, formed cooperative groups, brainstormed what 

they knew and questions they wanted to answer, gathered 

materials, took notes, wrote, typed, illustrated and 

presented reports. Along the way, I mediated between 

informal horne knowledge and formal school knowledge by 

interjecting sample lessons to help students locate 

information, take notes, organize the information, cite 

references, and skim read. 

131 

Freire (1987) utilized a similar strategy in teaching 

adults to read. He began with photographs taken in the 

community. The students brainstorm words about the 

photographs and these words that had meaning and value to 

the students formed the basis for sentences. Inquiry-based 

practices oppose what Paulo Freire (1987) has called 

"banking education" by inviting students to create new forms 

of knowledge, subjectivity, and identity. 

cross-Age Tutoring 

Collaboration with another person, either an adult or a 

more competent peer, in the zone of proximal development 

leads to development in culturally appropriate ways (Tudge, 

1990). Cross-age tutoring is one type of collaboration that 

appears to have positive academic consequences for the 

tutors as well as those being tutored (Phlan, Cao, & 
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Davidson, 1992). The idea for cross-age tutoring activities 

in my classroom originated from observations of cross-age 

interactions in the homes. My students had younger siblings 

and were used to helping out at horne in their care. The 

older siblings told their younger siblings what to do and 

were expected to entertain them. This pattern of 

interaction observed outside the classroom formed the basis 

for cross-age tutoring sessions designed to provide students 

the opportunity to use an interactional pattern familiar to 

them to hone their own skills while teaching others. Fifth 

grade students developed and presented lessons to bilingual 

kindergartners. The activities included the invention of 

garnes, literature study groups, plays, book-making, and a 

Cinco de mayo celebration. 

Motivational factors must be considered when discussing 

the effectiveness of collaboration (Johnson & Johnson, 1975; 

Johnson, Maruyama, Johnson, Nelson, & Skon, 1981; Slavin, 

1980). There were several reasons that the cross-age 

tutoring activities were motivating to my students. First, 

the students had ownership over the content of the lessons. 

The majority of school tasks provide students little room to 

claim ownership for what was being written or read (Langer, 

1986) . 
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Second, the activities incorporated ideas, interests, 

and activities of the students and their families. The 

activities featured cultural knowledge such as making 

pinatas, dancing La Raspa, and playing Loteria. Students 

were very successful with these activities as well as 

motivated by them. Only when students can openly display 

their ethnicity and cultural knowledge does curriculum 

foster an appreciation of diversity (Davidson, 1992). 

Third, students had the status of being tutors, which 

capitalized on their budding altruism and gave them a stake 

in the success of the lesson. All activities were 

experiential in nature and involved social as well as 

academic interactions. 

Becoming Leaders 

Perhaps the most important single cause of a 

person's success or failure educationally has to 

do with the question of what he believes about 

himself. (Combs in Pajares, 1992) 

Several studies have shown that minority students are 

more likely to participate actively in school when they can 

choose when and how to participate and where group 

leadership evolves naturally from those choices (Au, 1980; 

Cazden, 1972; Mohatt & Erickson, 1981; Philips, 1972, 1974). 
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As a relationship of mutual trust developed between my 

students and me, I began to demand that they achieve a lot 

on their own and they responded by taking on leadership 

roles at school. I demonstrated techniques for writing and 

reading, or demonstrated the way I would approach the task 

and then allowed them to experiment. In this way, my role 

became that of facilitator; involved in eliciting ideas, 

describing and demonstrating method, monitoring process and 

evaluating the result. 

High expectations and mutual trust enable students to 

work within their ZPD to take risks to perfect their s]cills. 

For example, I asked students to represent the stories they 

were reading in the form of a play. I first taught them 

some basic concepts of acting. They were stage-shy, 

withdrawn, and embarrassed. They relied on reading the 

story and interjected very little acting. As they acquired 

some skills as actors, they changed to a narrator and scenes 

of action. The third play the students wrote on their own 

and acted with confidence, often reminding each other of the 

"rules of acting." 

Assisting each other and imitating adults have been key 

factors in my students' intellectual development. The 

things they have learned from adults seem to be internalized 

and they are able to complete these tasks independently. 
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This is evidenced in the homes as well. For instance, Maria 

has been taught to cook by her mother and now confidently 

cooks for a family of three while her parents are on 

extended visits to Mexico. 

Vygotsky describes how all stages of development are 

within us and emerge at the proper time. This is in 

contrast with Piaget's theory of the stages of development 

and the belief that a child should not be presented with 

certain tasks until the child is ready for the next stage. 

Unfortunately, in many of our schools, U.s. Mexican 

children are forced into self-doubt, negation, and cultural 

resistance through constant evaluation and punishment. Most 

tasks are imposed upon children without recognition of 

knowledge and skills they bring with them to school. 

Schools are rarely a place for "exchange" of knowledge or a 

discussion of ideas (Fine, 1987). Rarely are children 

allowed to experiment or encouraged to take risks. Children 

are not considered resources or asked to demonstrate or use 

what they know to teach and help others. Most often, 

students are the subjects of a transmission model where the 

teacher has the preferred knowledge and wishes to transfer 

this knowledge to the student. 

Learning does not occur solely through observation and 

imitation of adults. If it did, then children would learn 
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everything taught to them. Observation must be joined to 

other mental processes before we can associate it with 

learning. If we learned to speak by mimicking, we would be 

doomed to speak only those words or phrases we have heard 

before (Wolcott, 1982). 

The learner must be an active participant in the 

learning process. Active participation in activities cause 

children to use cognitive and communicative skills to 

internalize their own understanding. All human beings are 

confronted anew with rediscovering - figuring out for 

themselves - how their social environment "works." (Wolcott, 

1982). People learn best when they are actively exploring, 

thinking, asking their own questions, and constructing 

knowledge through discovery (Ayers, 1992). Unfortunately, 

some te~chers present tasks and evaluations and expect 

students to teach themselves or learn from the text 

(Gallimore & Tharp, 1989). 

To live within existing rules and predictable patterns 

is not to grow. It is only under conditions in which all of 

the relationships are not known that language users must 

scamper to outgrow their current selves (Harste, Woodward, & 

Burke, 1984). It is no surprise that minority children fail 

under a transmission teaching model where the curriculum has 



no connection to their social, historical and cultural 

backgrounds. 
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Observations have revealed that my students are 

successful leaders in their homes. Maria was delegated to 

help mother plan a party for several hundred people 

celebrating the Virgen de Guadalupe. She presented her 

first communion in front of hundreds of spectators. On 

several occasions Miriam cared for three younger siblings 

while her mother traveled to Phoenix for health reasons. 

These leadership skills have transferred to the school 

setting. Three out of five students are now reading daily 

announcements in English and Spanish on the intercom which 

is transmitted throughout the school. 

Yo los puedo hacer (los anuncios) en ingles ademas 

me gustaria acerlas en ingles porque nunca las a 

hecho los anuncios en ingles y me gustaria acerlos 

en ingles con mucho gusto (Vivian's journal, 9-

92) • 

Maria has transformed from the shy "outsider" described at 

the beginning of this paper to the school champion in 

volleyball. Two of the students played in the orchestra and 

gave a performance at Christmas. Vivian became a teaching 

assistant in the bilingual first grade class. Miriam has 

served as nurses aide, library aide, tutor, and office aide. 
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She was also selected to interview the author Joe Haye~, 

which appeared in the local newspaper and on T.V. In class, 

Reyna took on the role of helper to other students. She 

helped others after finishing her own work and distributed 

materials such as paper, glue and scissors. 

The following table summarizes anecdotal data that 

represents leadership characteristics demonstrated by the 

students both in school and at home: 

Table 3 

Evidence of Leadership Characteristics 

Name Blllng. BlIIl Tutor Assla- Announce Currl· Pro- Home 

tant culum gress Role 

Maria X X X X X X 

Armando X X X X X X 

Miriam X X X X X X X X 

Vivian X X X X X X 

Reyna X X X X 

I am satisfied with the way my students have taken 

control of their own learning. They have been willing to 

step outside their comfort zones through cross-age tutoring 

activities and public displays of their talents. Part of 

their success as learners can be contributed to the fact 



that the lessons have evolved from their knowledge base. 

The following timeline illustrates how student-directed 

learning and initiative increased over time: 

Table 4 

Critical Incident Timeline for Students 

Data Marla Armando Miriam Vivian Rayna 

Aug Volunteered, 
1992 read morning 

announcement 

Sept Volunteored, 
1993 read morning 

announcement 

Oct 
1992 

Nov Volunteered, 
1992 read morning 

announcement 

Dec Tutored 
1992 first grade 

ESL 

Jan Read in Won district Tutored in 
1993 English spelling bee first grade 

classroom 

Feb Volunteered, Interviewed 
1993 read morn ing author on TV 

announcement 
in Spanish 

Mar Cross-age Cross-age Cross-age Cross-age Cross-age 
1993 tutoring tutorinil tutorinil tutoring tutoril}g 

Apr Oral report Oral report Oral report Oral report 
1993 

May Cross-age Cross-age Cross-age cross-age 
1993 tutoring tutoring tutoring tutoring 

Summary 

Classroom activities that emerged from minority 
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students' knowledge base validate their language and culture 

and empower them to take risks. When students direct their 



own learning, it gives them ownership over learning while 

building self-esteem. Teachers show that they value 

students by including student knowledge and questions in 

shaping the curriculum. 
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I want my students to learn about things of interest 

and relevance to them. I want them to be engaged in asking 

questions, making goals and taking action to solve their own 

problems. My role is to facilitate their quest by 

recommending resources, tools and materials to enable them 

to achieve their goals. I expect that ethnographic research 

will continue to inform my teaching, and I plan to continue 

learning from my students. I trust that they will use what 

they have learned to improve their lives, the community and 

the world. 



CHAPTER 8 

TEACHER AS MEDIATOR 
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This chapter discusses the teacher as mediator in the 

context of a classroom lesson. Teacher as mediator was a 

recurring theme throughout the research process, from the 

conception of extending investigations outside the school. 

Teaching that consists of taking attendance, distributing 

and correcting worksheets, assigning pages in a textbook, 

and lecturing does not entail learning. Rather, the teacher 

must find ways to activate and motivate students within 

their zones of development; while the learner formulates 

hypotheses and schema by building connections among new and 

existing data. Home visits supply a data base from which 

students and teachers cull information to mediate 

understanding. 

'I'he act of teachers going into the community 

automatically positions them as mediators between the school 

and community. Both during home visits and in the 

classroom, I found myself in this position. In the homes, I 

was constantly asked to provide information about public 

resources and to report on school business. 
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In the classroom, I continued my role as mediator by 

negotiating between the students' goals and objectives and 

those of the standard curriculum I was expected to present. 

The process of mediation is not simply an accommodation 

to the dominant culture, but an appropriation of new 

knowledge (Nugent, 1992). Nugent makes this statement in 

reference to his fieldwork on popular music as a traveling 

musician in rural Chihuahua, Mexico. He found that when 

Mexican musicians were confronted with stylistic and formal 

elements manifestly derived from dominant or alien cultures, 

their response had to do with neither accommodation, nor 

with resistance in the sense that sees them as two sides of 

the same coin, but with the articulation of a reflexive and 

relationally stated collective identity. This musical 

expression was achieved through the popular appropriation 

and revaluation of elements and instruments of self

identification derived from outside their own experience; an 

appropriation of elements of the foreign culture (Nugent, 

1992) . 

In a parallel way, classroom teachers mediate between 

"local cultures" or student "voice" and what is accepted as 

formal school knowledge, or standardized curriculum. 

students outside the mainstream should be exposed to 

standard curriculum with the understanding that it 



143 

represents a eurocentric perspective, which they can chose 

to reject or appropriate their own way for their own use. 

students should be encouraged to challenge hegemonic power 

relations parading as universals (Giroux, 1992) and to 

assert their own voice. 

Cazden (1983) asserts that in the classroom, teachers 

facilitate mediation by using the native language of the 

child and teaching practices that elicit student 

contribution to lessons. She maintains that the cultural 

appropriateness of teaching practices is as important as the 

language of instruction in achieving students' maximum 

attention to the task at hand. A case study conducted to 

examine indicators of growth in bilingualism and cross

cultural sensitivity in a bilingual fourth grade classroom 

suggests that academic success in a dual language 

environment is not dependent on the separation of languages, 

but rather on the quality of "mediated learning" (Vygotsky, 

1978) which permits students to build on the foundation of 

skills they already possess while being assisted in reaching 

their ZPD (Reyes, 1992) 0 

According to Gallimore & Tharp (1990), teachers 

facilitate mediation by moving away from the "recitation 

script" where students sit silently, follow directions, read 

assigned texts, fill out work sheets, and take tests, and 
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move into dialogue and interactive teaching. For Goodman 

and Goodman (1990), teachers mediate by asking questions, 

offering hints, directing attention and supporting learners 

as they synthesize what they are learning into new concepts 

and schema. Often "less can be more," as teachers allow 

students to direct thbir own learning. Teachers should 

avoid controlling learning, which includes interfering as 

little as possible between the text and the learner. 

In the classroom, I attempted to talk and do less, and 

to listen and learn more. Previously, if students initiated 

topics that were unrelated to the objective of my lesson, I 

would cut them off in the interest of sticking to the topic. 

Now, I permit students to talk without interruption and 

allow a longer wait-time for others to piggy-back on what 

was said. Under these circumstances, students are 

encouraged to discuss their own lives which unlocks further 

opportunities for mediation. 

Observations in the horne expanded the pool of resources 

to draw on when scaffolding within the ZPD. For instance, a 

guest lecturer was talking about the process of 

photosynthesis, and stated that all plants need some light. 

Miriam disagreed by saying that some plants live indoors, 

without light. I then asked her to recall the plant hanging 

by the phone in her house and asked, "Is there any light 
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close to that plant?" She remembered that the plant was 

growing toward a near-by window, which illustrated what the 

speaker had said (1/4/93). 

Classroom teachers act as mediators between student 

background knowledge and formal school concepts. This is 

accomplished through culturally appropriate classroom 

activities (Cazden, 1983) that build on skills students 

already possess (Reyes, 1992); utilizing household funds of 

knowledge (Moll, et al., 1990); in a dual language 

environment (Cazden, 1983; cummins, 1981; Reyes, 1992) to 

enable students to use what they know to learn something new 

(Mccarty et al., 1991; Chamot et al., 1992). The teacher's 

role is to use tools of mediation; including materials, 

written or spoken language, and other human beings 

(Vygotsky, 1978, 1986) in interactive settings (Gallimore & 

Tharp, 1990) to scaffold (Anderson, Spiro, & Anderson, 1978) 

between the actual zones of development and the proximal 

zones of development (Portes & Cuentas, 1992). The teacher 

leads students by asking questions, offering hints, and 

directing attention (Goodman & Goodman, 1990). 

Theory in Practice 

The following lesson on visual aids illustrates the 

concept of mediation. The transcription is taken from a 

video tape of the lesson I presented to eight spanish-

----------- ---
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speaking students, including the five students studied. 

Prior to this lesson, students had investigated themes of 

their choice; had written reports; and were preparing oral 

presentations for which they would be constructing a visual 

aid. The academic objectives from the curriculum guide 

were: 

1. Student will know the meaning and purpose of 
a visual aid. 

2. Student will develop a visual aid to be used 
during an oral presentation. 

3. Student will present a visual representation of 
what they read. 

Throughout the lesson, my intent was to elicit 

students' background knowledge, to present academic study 

skills, and to encourage the use of human and material 
~, 

resources (including the members of their families), to 

develop school concepts. Specifically, I took interest in 

the students' concepts of visual aids, what kind of visual 

aids they had made in Mexico and how, and what their mental 

plans were for applying what they knew to the project at 

hand. The process of mediation demands negotiation at every 

step of a lesson, including objectives, procedures, and 

final outcomes. In the lesson transcribed below, I led 

students by asking questions, recording student 

---------- -------- ---
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contributions, affirming student ideas, and recommending 

resources. 

At the onset of the lesson, I used a chart to review 

the research process the students had followed for 

investigating their topics of interest. This lesson focused 

on step #5: leomo voy a ensenar 10 que aprendi? (How can I 

show what I learned?). The students discussed that they had 

written reports, were going to give an oral presentation, 

and then determined that a third way to show what they had 

learned was by a visual aid. Following is the transcription 

of that part of the lesoon: 

1. T: lQue hicieron ustedes para ensenar 10 que 
aprendieron? 

2. Vivian: Las oraciones completas y la copia en el 
papel. 

3. T: S1, muy bien. La copia final. Y, leomo salio la 
copia final? lEn que forma salio? lSalio en un libro? 
lSalio en un reportaje? lSalio en una revista? 

4. Vivian: En un papel. 

5. T: En un papel .••• en un trabajo •••• en un trabajo 
final, lVerdad? Entonces esta pregunta (Referring to 
chart) que dice "leomo puedo ensenar 10 que aprend1?" 
.••. El trabajo final (holds up student's written 
report) es una forma de ensenar 10 que aprendieron. 

6. Marco: Y, luego puedes decir 10 que escribiste •••• o 
sea que puedes leer tu reportaje. 

7. T: S1. Entonces, leomo se llama cuando ensenamos el 
libro y hablamos? leomo se llama eso? leomo se llama 
esa clase de presentacion que haces hablando •••• con la 
boca? 
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8. Ana: ~Una introduccion? 

9. T: lUna introduccion? ~Sabes como se dice cuando una 
persona va en frente de otras y habla? leomo se dice? 

10 Samuel: Ahh .... es que queria decir algo del "book." 

11. T: You want to talk about the book? What do you want 
to say about the book? 

12. Samuel: You can say about the book. 

13. T: What do you call that if you talk to people about 
your book? 

14. Samuel: The Weapons. 

15. T: Well, that's what your report is about. But what 
is that form of presentation called? 

16. octavio: A performance? 

17. T: OK, a performance. That might be when you dance or 
playa musical instrument. But if it's presenting a 
book, usually we call it an oral presentation. (Turning 
to board). Entonces, ustedes tienen #1. El reportaje 
(writes this on board) .... 0, trabajo. Luego, pueden 
hacer #2. La presentacion oral (writes this on 
board) .... en frente de otras personas. Luego, van a 
hacer otra cosa. Van a hacer algo que pueden ensefiar a 
la gente .... Se llama "visual" (writes "visual" for #3). 

Next, I drew a web on the board with the word "visual" 

in the middle. Students began to contribute examples of 

visual aids, while I recorded these on the web. The next 

section of transcription illustrates mediation around 

students' actual zones of development (AZD): 

19. T: lQue es un ejemplo de un visual? 

20. Amanda: Un dibujo. 



21. T: leomo podrias hacer un dibujo? lDe que tamafio? 
lCual es tu idea? 

22. Amanda: En cartulina. 

23. T: OK. En cartulina. 

24. octavio: 0, tarnbien 10 puedes hacer en un papel 
chiquito 0 grande. 

25. T: Muy bien. (writes this on board). 

26. Vivian: Tambien .... un dibujo en la computadora como 
hicimos. 
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27. T: Si, (writes this idea on board) en una computadora. 
lDe que tamafio 10 puedes hacer? 

28. Vivian: Mediano. 

29. T: "Han visto en la computadora donde dice "banner?" 
lQue quiere decir "banner?" 

30. Samuel: Una copia. 

31. T: Si, es una copia ..•• pero larga (draws picture of 
banner on board) y el papel ••.• en vez de salir asi, 
sale de la otra manera (demonstrates with computer 
paper how a banner unfolds). lLo han visto? 

32. Students: Si, si! 

33. Vivian: Si. Yo 10 hice una vez. 

34. T: Y, "Que apretaste para escojer el "banner?" 

35. Vivian: Aprete el boton. 

36. T: Bueno, Barbye, lLe puedes ayudar si alguien quiere 
hacerlo? (Barbye nods). lQUe otra cosa puede ser un 
visual .... algo que se ve con los ojos? 

37. Samuel: We can see dirt. (laughter from other 
students). 

38. T: No, that's a good idea! What do you mean by dirt? 
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39. Samuel: I could show animals in dirt? 

40. T: How could you show it? If it's not a picture, how 
could you show it? 

41. Samuel: lUn caracol? 

42. T: How would you make it to show everybody? 

43. Samuel: Take a picture with a camera? 

44. T: A photograph? (writes "fotos" on board). 

45. Samuel: 0, 10 puedes hacer con esa cosa que 
graba .... (points to video camera). 

46. T: lCon un video? Muy bien. (writes "video" on 
board) . 

47. Samuel: 0, 10 puedes sacar de la tierra y 10 puedes 
poner en un cart6n. 

48. Maria: Ya see Lo haces de barro y 10 dejas secar •... y 
luego, 10 pones encima de un cart6n. 

49. T: Muy bien. lC6mo un modelo? 

50. Vivian: Modelaje. 

51. Amanda: Como estamos estudiando las fotos, puedes 
construir algo para arriba. 

52. T: lC6mo 10 haces? 

53. Amanda: Hay un cart6n blanco ..•. y tienes cera .•.. y con 
eso 10 haces. Marqueta se llama. 

54. T: (writes "marqueta" on board). lQue otro visual 
pueden hacer? 

55. octavio: Cuando yo estaba en Nogales en kinder, con un 
tenedor hicimos figuras .... y luego, 10 secamos. 

56. T: lTu sabes hacerlo? (Ricardo nods head). Y, lQue 
materiales necesitas para hacerlo? 

57. octavio: Plastilina .•.. piedras. 
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58. T: lPara que se usa las piedras? 

59. octavio: Para poner los ojos. 

60. T: Muy buena idea. lQue estas estudiando aqu1? 

61. octavio: Los aviones. 

62. T: lPuedes usar tu idea para hacer un visual de los 
aviones? (Ricardo nods: teacher writes "plastilina" on 
board) . 

63. T: lotra cosa? Use your imagination! 

64. Vivian: Cuando yo estaba estudiando de China y no 
sabia como ensenar la comida de China, entonces hice un 
plato .... y les pregunte a los de mi casa, y me dijieron 
que pegara arroz al plato. 

65. T: 0, s1. Me acuerdo. Entonces, lComo llamarias eso? 
lCosas autenticas .... o, como 10 dirias? 

66. Vivian: Ensenar cosas verdaderas .... como comida. 
(Teacher writes "cosas verdaderas on board). 

67. Ana: Estoy estudiando las yerbas tropicales, y las voy 
a pegar en una caja. 

68. T: lComo las vas a pegar ...• lo tienes pegado a los 
lados .... o colgado? 

69. Ana: Los pajaros colgados y el sacate pegado. 

70. T: lComo dirias eso ..•. Modelo de caja? 

71. Ana: Diarama. 

72. Alicia: .... con una caja abierta .... Y adentro la pones 
cosas. 

73. T: lLo has hecho una vez, 0 es una idea no mas? 

74. Alicia: Lo he hecho. 

75. T: Y, lComo 10 hiciste? 

76. Alicia: De animales. 
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77. T: Y, lAhora, 10 puedes hacer de pinturas y colores? 
(Alicia nods). Y, lC6mo 10 vas a hacer? 

78. Alicia: Voy a cortar colores y los voy a colgar con 
estambre. 

79. T: Y, lC6mo se dice ese tipo de visual? lTd puedes 
inventar un nombre? 

80. Alicia: !Caja abierta! (Teacher writes "caja abierta" 
on board). 

81. Vivian: En Nogales hice una cosa. caliente una lata y 
despues, agarre cera .... y despues, derreti6 la 
cera ...• y 10 heche en el papel y comenze a hacer el 
dibujo .... y 10 deje por cinco minutos en el congelador. 

82. T: Y, lPodrias hacer algo asi para representar 10 que 
aprendieron de la fotografia? (Barbye nods). lQue 
dibujo harias en la cera? 

83. Vivian: Un rollo. 

84. T: lSabes c6mo se ve un rollo? (Barbye nods). 

85. Samuel: Tambien, puedes hacer los animales •... You can 
draw 'em. Los puedes colgar en la pared en un carton. 
Y .al mirar, tu ensefias el retrato y el dibujo. You can 
show the both of them. 

86. T: So, you have a picture of the animal and you 
drawing? (Luis nods). What would you call this? 

87. Samuel: Trace animals. 

88. T: Trace animals (writes "trace animals" on board). 
Good idea! 

89. Amanda: Tambien, puedes hacer titeres. 

90. T: Muy buena idea! lLes gusta? 

91. Students: Si, sit 

92. Alicia: Hicimos unos titeres, yo y mi hermana. 
Hicimos un corazon. 

------_ .. _---_.- -. 
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93. T: ~Hiciste un t1tere de coraz6n? 

94. Alicia: (Nods). Con una rueda y papel rojo y un palo. 

95. T: ~De las pinturas podr1as hacer un t1tere? 

96. Alicia: 
laugh) • 

• • 0, una obra de teatro! (Students 

97. T: ~Porque no? Los colores podr1an tener vida como en 
las caricaturas en la television. 

98. Unidentified student: y •••• M & Mis que bailan! 

99. Armando: •••. del Salinopio! 

100. Vivian: En Nogales, yo quer1a hacer un adorno. 
Agarramos una bomba y luego 10 amarramos •••• y 1e 
pusimos engrudo, como de masa .•• y despues, cortamos 
peri6dico y 10 cortamos en cuadradas ••• y 10 hicimos 
como esos de Nogales. Y cortamos y Ie pusimos la 
nar1z, los ojos, y despues, una cola con list6n •••. de 
alambre. Y a 10 ultimo, 10 pintamos rosa y azul. Y 10 
dejamos secar, y qued6 suave. Se llama pinata. 

101. T: (writes "pinata" on board). lUna idea mas? 

102. Amanda: lEsto 10 vamos a hacer en grupo? 

103. T: S1. Piensen primero entre tu grupo 10 que quieren 
hacer. Luego, 10 pueden planear en un papel. Luego, 
tienen que juntar todos los materiales que necesitan. 
Talvez van a tener que traer cosas de la casa. Y si no 
encuentran las cosas que necesitan aqu1 0 en la casa, 
tendremos que comprar algo. 

104. Samuel: lPuedo traer una pistola de mi casa? 

105. T: Tienen que pensar si es algo que se permite aqu1 en 
la escuela. si tienen duda, lA quien pueden preguntar? 

106. Samuel: LA Tom? 

107. T: A la directora de la escuela! 

108. Amanda: Podemos trabajar en casa, 0 no mas aqu1? 



109. T: Pueden trabajar en casa yaqui (video tape #4 
10:16) 

Discussion of Transcription 

This lesson illustrates how I used various tools of 

mediation including materials, such as wall charts and 
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semantic webs; psychological tools, such as oral and written 

language; and other human beings, such as peers, the 

teacher, family members, and the principal to scaffold 

between the students' spontaneous background knowledge and 

formal school concepts and skills. 

Questioning strategies that specifically elicited 

students' home knowledge were process questions such as, 

"What did you do in Mexico?"; "How did you do it?"; and 

"What materials did you use?" Such questions are designed 

to prepare students for the task at hand by accessing 

background knowledge, forming mental images and activating 

schemata (Rummelhart, 1980). In essence, teachers 

facilitate metacognitive processes by stimulating mental 

activity for which other mental states or processes become 

the object of reflection (Yussen, 1985). In other words, 

cognitive instruction seeks to facilitate learning by making 

students aware of their own mental processes and by 

providing direct instruction in thinking and learning 

strategies. Teachers facilitate the application of 
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background knowledge to new concepts by prompting students 

to retrieve information from memory, think through the 

processes, organize action, and determine goals. The 

following teacher questions illustrate this technique: 

21. ~C6mo podrias hacer un dibujo? (How could you make a 
drawing?) . . • • ~Cual es tu idea? (What is your 
idea?) «organize action». 

52. ~C6mo 10 haces? (How do you do it?) 
information from memory». 

( (Retrieve 

56. lQUe materiales necesitas para hacerlo? (What materials 
do you need in order to do it?) «Think through 
processes» . 

62. ~Puedes usar tu idea para hacer un visual de los 
aviones? (Can you use your idea to make a visual about 
airplanes?). «Determine goals». 

65. ~C6mo llamarias eso? (What would you call that?) ... 
~C6mo 10 dirias? (How would you say it?) 

75. ~C6mo 10 hiciste? (How did you do it?). «Retrieve 
information from memory». 

77. ~C6mo 10 vas a hacer? (How are you going to do it?). 
«Determine goals». 

79. ~TU puedes inventar un nombre? (Can you invent a name 
for it?) 

Evidence of the successful elicitation of the students' 

home knowledge is demonstrated by the following student 

responses: 

47. Ya se. Lo haces de barro y 10 dejas secar ..•. y luego, 
10 pones encima de un cart6n (1 know. You make it out 
of clay and you let it dry ••.• and then, you put it on a 
piece of cardboard). 
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53. Hay un carton blanco •••• y tienes cera •••• y con eso 10 
haces. Marqueta se llama (There's white 
cardboard ••.• and you have wax •••• and you make it with 
that. It's called a crude cake of wax). 

55. Cuando yo estaba en Nogales en kinder, con un tenedor 
hicimos figuras ..•• y luego, 10 secamos (When I was in 
kindergarten in Nogales, we made clay figures with a 
fork ••• and later, we let them dry). 

64. Cuando yo estaba estudiando de China y no sabia como 
ensefiar la comida China, entonces hice un plato •••• y 
les pregunte a los de mi casa, y me dijieron que pegara 
arroz al plato (When I was studying about China and I 
didn't know how to show Chinese food, I made a 
plate .... and I asked everyone at my house, and they 
told me to glue rice to the plate) • 

67. Estoy estudiando las yerba tropicales, y las voy a 
pegar en una caja (I'm studying tropical forests, and 
I'm going to glue it inside a box). 

81. En Nogales hice una cosa. Caliente una lata y despues, 
agarre cera .•.. y despues, derretio la cera •••• y 10 
heche en el papel y comenze a hacer el dibujo •••• y 10 
deje por cinco minutos en el congelador (In Nogales I 
did something. I heated up a can and then, I took some 
wax .... and then, the wax melted •••• and I poured it on a 
paper and started to make a picture •.•. and I left it 
for five minutes in the freezer). 

85. Tambien, puedes hacer los animales .•.. you can draw 'em. 
Los puedes colgar en la pared en un carton. Y al 
mirar, tu ensefias el retrato y el dibujo. You can show 
the both of them (Also, you can make animals •••• You can 
draw 'em. You can hang them on the wall on cardboard. 
And looking at it, you show the photograph and the 
drawing .... You can show the both of them). 

92. Hicimos unos titeres, yo y mi hermana. Hicimos un 
corazon (We made some puppets, my sister and I. We 
made a heart). 

100. En Nogales, yo queria hacer un adorno. Agarramos una 
bomba y luego 10 amarramos •••• y Ie pusimos engrudo, 
como de masa ... y despues, cortamos periodico y 10 
cortamos en cuadradas .•• y 10 hicimos como esos de 
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Nogales. Y cortamos y Ie pusimos la nariz, los ojos, y 
despues, una cola con liston •••• de alambre. Y a 10 
ultimo, 10 pintamos rosa y azul. Y 10 dejamos secar, y 
quedo suave. Se llama pinata (In Nogales, I wanted to 
make a decoration. We took a balloon and we tied 
it ..•• and we put paste, like dough on it .••• and 
afterwards, we cut newspaper into little squares ••.. and 
we made it like those of Nogales. And we cut out and 
put on a nose, eyes, and then a tail out of 
string •..• with wire. And at the last, we painted it 
pink and blue. And we let it dry, and it turned out 
great. It's called a pinata). 

This lesson excerpt is an example of an instructional 

approach based on cognitive learning theory. cognitive 

learning theory maintains that learners construct knowledge 

by making connections between their prior knowledge and new 

information, and analyze new learning activities to 

determine the most effective approach to achieve learning 

goals. cognitive instruction seeks to facilitate learning 

by making students aware of their own mental processes and 

by providing direct instruction in thinking and learning 

strategies (Jones & Idol, 1990). 

The approach suggested here differs from other 

cognitive approaches and transcends school walls by 

utilizing the students' background knowledge as the basis 

for the lesson content and process. Consequently, students 

are not required to give up their home language and culture 

in exchange for school learning. Instead, students enrich 

the school learning environment by contributing the language 

------- --- ------ --- -_._- --



and themes from their lives. Specifically, teachers 

accomplish this by: 

1. Checking ideological assumptions imbedded in school 

texts against the students' experiences. 

2. Designing curriculum based on observations in the 

homes. 

3. Intentionally eliciting and scaffolding on students' 

background knowledge and skills to elucidate school 

concepts. 

3. Validating students' language, ideas and experiences 

by repeating and expanding on student contributions. 

4. Recommending that students use family members as 

resources for learning. 

5. Inviting community members to share their expertise 

both inside and outside the classroom. 

Summary 
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The approach of teacher as mediator between home 

knowledge and formal school concepts features the language 

and themes of the students. Of particular significance to 

teachers, the process of negotiation takes into account the 

obtainment of academic objectives found in standardized 

school curriculum. In this example, students used 

spontaneous home knowledge to produce visual aides to show 

what they had learned through their research. The lesson 
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featured "higher-level" thinking processes such as 

application, analysis, synthesis, and evaluation (Bloom, 

1956). For instance, students transferred information to 

apply in new situations, analyzed the processes they 

previously used to create visuals, integrated ideas into a 

creative ideas and products, and synthesized new information 

learned through their research investigations. Lower-level 

thinking skills such as repetition and memorization were 

unnecessary because students built new knowledge upon a 

knowledge base familiar to them. 



CHAPTER 8 

IMPLICATIONS AND SUMMARY 

Bridges Between Cultures 
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A good way to gain cross-cultural understanding is for 

teachers to interact personally and socially with minority 

families. Authentic interaction through ethnographic study 

leads to transformation and empowerment for teachers, 

parents and students. Interaction on a personal level 

contributes to intercultural understanding and 

connection. schools and their communities. 

I no longer have the helpless feeling that I do not 

know my students. I know about their lives and what I have 

learned has informed my teaching. I have developed a sense 

of connection to the community where I teach. I now feel 

comfortable going into homes and am familiar with the 

streets and surrounding areas. I recognize places and 

activities students discuss. Prior to participating in the 

FKT Project I felt distant from my students, as reflected in 

this journal entry: 

I have the opportunity to conduct this research 

with Mexicans and Mexican Americans who have an 

intrinsic understanding, connection, and empathy 

with our subjects and their lives. I can't express 



how much of that connection came through in the 

training role play. All of the actors spoke native 

Spanish and they clearly were familiar with the 

cultural and linguistic "do's and don't". I, on 

the other hand, come to an interview in a 

completely different package. I am a "foreigner", 

"gringa", "outsider", whatever you want to call 

it. I do not speak and share like a Mexican - I 

can't. So not only am I an educator, but I am 

culturally and linguistically different from the 

parents - a reality th&t will distance me from my 

informants. Knowing this, I'll do the best I can 

to be straightforward and not let it get in the 

way. I have always been and will continue to be 

genuinely interested in the people I am studying. 

I want to find out about them, understand their 

lives, and bridge the gap between our worlds (1-

01-91). 
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Once threatened by cultural distance, I now feel 

connected to my students. The slow pace inherent in 

ethnographic research once frustrated me, but now I 

acknowledge that time is an essential element of the 

reflexive process. I am grateful to have experienced 

teacher research first-hand, and to have had the opportunity 
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to be "in the field" with my students and their families. I 

would be naive to claim that I have acquired "insights" into 

the "native" culture. To the contrary, I acknowledge my 

role as outsider and reserve utmost respect for the 

diversity I have witnessed. 

Instead of focusing on differences in minority 

students' race, language and culture, educators should take 

a processual approach to culture. This contrasts with a 

static view where culture is seen as manifested in 

artifacts, music, dances, religious ceremonies and the like. 

The processual approach acknowledges that culture is 

something fluid and constantly changing over time and space. 

culture is characterized as the adaptations to exigencies of 

human life; exhibiting commonalities as well as 

distinguishing features (Spindler & spindler, 1987). 

Teachers who engage in ethnographic research are bound to 

find that culture is mediated by intersecting variables of 

race, socioeconomic status, ethnicity, gender, life 

experiences, and sexuality; rendering diversity within and 

among races, social classes, ethnic groups, or gender. 

In schools, cultural misunderstanding is perpetuated by 

practices of cultural stereotyping including the 

classification of certain cultural content and forms as 

superior and inferior, the distribution of and access to 



163 

different types of culture and knowledge by different social 

classes, and the isolation of certain students based on 

their cultural or linguistic affiliation. The conse~lences 

of such practices is the subordination of bicultural and 

bilingual students (Darder, 1991). 

I have discarded the preoccupation with minority 

student success or failure as it is defined in school, as a 

product of uninteresting differences in test-defined 

learning, translated into institutional facts with 

devastating consequences for the children differently 

labeled by the results (McDermott, 1987). Research directed 

at identifying reasons for minority student failure operates 

on the assumption that minority students are failing. I 

invite you to consider that minority students are not 

failing but instead, we are failing to recognize their 

successes. 

Future Research 

Educational research needs to consider the multiple 

perspectives and voices of minority researchers and subjects 

alike. students' and teachers' voices, languages, and 

cultures need to be included in the design of school 

research and curriculum. Otherwise, there is little hope 

for educational transformation and the following message, 

captured by Rosaldo (1989) is transmitted: "Either join the 
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mainstream or stay in your ghettos, barrios, and 

reservations, but don't try to be both mobile and cultural" 

(p. 212). 

University researchers can help by recruiting minority 

researchers and supporting teacher research that builds on 

children's social, linguistic, and academic strengths. 

Minority students' languages and cultures should be 

approached not as something to be corrected or circumvented, 

but as legitimate and powerful resources for improving the 

process of schooling itself (Diaz, Moll, & Mehan, 1986; Moll 

& Diaz, 1987: McCarty et al., 1991; Heath, 1983; Mohatt & 

Erickson, 1981; Carrasco, 1981; Au, 1980; Tharp, 1982; and 

Warren & Rosebery, 1991). Descriptive and explanatory 

research falls short if it fails to be translated into 

teaching practice. 

Raising the right questions is fundamental to good 

research, since "research is about questions and not 

necessarily about answers" (Yin, 1984 p. 63). Examples of 

research questions that promise to inform teaching practices 

are: How can sociocultural knowledge of students from 

diverse linguistic and cultural backgrounds be incorporated 

into school curriculum? What are the academic strengths of 

immigrant students? How can spanish-speaking students be a 

resource in schools in the U.S.? What metacognitive 
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strategies do bilingual students activate during learning 

tasks? What do minority parents want from u.s. schools? 

What are the reasons students give for drop out? What are 

students' favorite activities and why? Such research helps 

document how cultural assumptions and values can shape 

interactions, and can lead to differing attitudes toward the 

learning situation and differing approaches to learning. 

Teachers and students can benefit by employing ethnographic 

approaches to understanding minority students and second 

language learners. 

Teachers need to participate in future research. The 

desire to participate and the need for pedagogical change 

must originate with teachers. Ethnographic home visits will 

be successful only if teachers participate on a voluntary 

basis, and if they are entrusted with re-inventing the 

research to meet their own teaching styles and needs. 

Research leads to professionalism because it provides 

teachers with data to back up their practices and evidence 

to validate their beliefs. Teachers are looking for 

empowerment, and research is one route to achieve it. 

Teachers must take the initiative to promote their teaching, 

their schools, and their students by conducting workshops, 

publishing, and making public and professional 

presentations. They can expand their knowledge base by 
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exchanging ideas, conducting research, reading professional 

journals, and forming teacher study groups to discuss 

theoretical concepts from the work of others. 

Administrators and university researchers can support 

teachers by targeting monies toward teacher research and by 

forming partnerships with teachers to co-publish, or co

present at conferences. study groups formed between 

university professors and teachers should be safe places for 

teachers to discuss concerns, and problems should be 

approached as a group challenge to come up with alternate 

behaviors. 

Teachers do not need or want to be inserviced, trained 

or lectured to by those in the upper echelons of the 

research hierarchy. Instead, they need opportunities, time 

and support to conduct first-hand research. Theoretical and 

financial support from university researchers are mechanisms 

that help. 

Instead of perceiving and judging teacher research as a 

"different genre" (Lytle & Cochran-smith, 1990), teacher 

research needs to adhere and be judged by the same criteria 

as non-teacher research. Teachers need access to publishing 

their research to make it available to others. Regrettably, 

the same pmler relations that work against students are 

operative to the disadvantage of teacher researchers. Not 
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only is there no time allotted for writing, reading or 

reflection, but teachers do not have access to publishing 

the research they are conducting. Instead, teacher research 

is often prejudged or dismissed as constituting a different 

"genre" based on "discrepancies between what is intended and 

what occurs instead reflecting "careful study of the 

theoretical and empirical literature" (Cochran-Smith & 

Lytle, 1990). In fact, teacher research is as diverse as 

university-based research, and is inherently better informed 

and more valid precisely because it is conducted by 

insiders. 

Teachers can be both consumers and producers of 

research by reading literature, pursuing their own research 

questions, and strategically integrating theory with 

practice. Issues of evaluation, discipline, standardized 

testing, and societal pressures frequently discussed in the 

teacher's lounge over microwaved entrees are in need of 

examination by teacher/researchers. I encourage teachers to 

pursue genuine questions they have about students, teaching 

methods, curriculum or larger societal issues affecting 

their work as teachers as the foundation for teacher 

research. 



168 

Summary 

The results of this study demonstrate the value of 

ethnographic home visits conducted by teachers. I have 

discussed the trans formative effects ethnographic home 

visits had on me and five of my students. Throughout, home 

visits had the effect of personalizing my relationship with 

students. The development of a relationship of confianza 

and caring between teacher and students empowered students 

to take charge of learning, initiate activities, and become 

leaders - all related to student achievement. 

Furthermore, ethnographic home visits facilitated 

mediation15 in instruction as well as through home/school 

communication while empowering and liberating students. 

Social, cultural and historical data obtained through home 

visits informed the decisions I made regarding curriculum, 

methods, materials, language of instruction, evaluation and 

parent involvement. As students and their families were 

called upon to contribute, they were empowered to 

participate in many of those decisions. Only in 

15Entering the home as a learner enables teachers to gain 
knowledge from the households that will help mediate or bridge 
student understanding between informal and formal concepts (see 
discussion of mediation in chapter 7). In addition, the teacher 
mediates between the school and home in the sense that the teacher 
becomes an advocate and liaison for parents as well as a channel 
for communication. 

-------- ----------_.-._-- _._-
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environments where disenfranchised students and their 

families are provided with conditions in which they can 

empower themselves are they able to succeed. When teachers 

enter the homes of students looking for resources and asking 

opened-ended questions, parents respond in a positive way. 

Parents find a passageway to the schools via the teacher and 

give of their hearts and talents. As the teacher validates 

the parents' experiences, parents themselves come to 

authenticate their skills as worthy of pedagogical notice. 

Three-way communication among teachers, students, and 

parents stimulates parent involvement in homework, school 

functions, classroom projects, and discipline. 

In summary, ethnographic home visits conducted by 

teachers have transformational potential that is available 

no other way. Teachers are in the unique position to 

conduct home interviews in order to design instruction that 

addresses changing demographics and student needs. The 

findings of this study suggest that ethnographic home visits 

had significant positive effects on the academic environment 

for the five students of this study. 

This has been a story of transformation and evolution. 

Changes occurred when teaching and learning were founded in 

shared knowledge from the students' lives. student risk

taking behaviors emerged when their families, language and 



culture were validated at school. The relationship of 

mutual trust facilitated a feeling of connection between 

teacher and students. 
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It was a story of success; the success of students who 

are adapting to a foreign culture and language despite 

constant conflicts in morals, behaviors, diet, customs, and 

the school system; the success of those who consistently 

take control of their learning despite an undercurrent of 

low expectations of their abilities; students who draw from 

two worlds to meet their own sociocultural needs. 

It was a story of power. It demonstrates the power of 

the relationship between teacher and students. It 

exemplifies the interplay between the school and home in a 

child's education. And it testifies to the power of 

ethnographic research in the school setting. Power laying 

untapped inside the minds of bilingual students. Power that 

is imprisoned due to limited English proficiency. The power 

of students who have the potential to enrich not only one 

world, but two. This power awaits teachers who are willing 

and able to ask. 
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Estimados padres de familia; 

Nos gustaria invitarlo a usted y a su familia para que 

participen en un estudio que se est a llevando a cabo por medio 

de profesores de la Universidad de Arizona. Este estudio 

investigara los recursos educacionales que los ninos tienen 

disponibles dentro de sus hogares. si usted acepta 

participar, se le pediria a usted que aceptara una serie de 

entrevistas dentro de sus hogar, efectuadas por la maestra de 

sus hijos. Los datos de estas entrevistas serian totalmente 

confidenciales. 

Este proyecto ha sido aprobado por el distrito escolar 

unificado de ( 

de su hijo(a). 

), y tambien por la directora de la escuela 

si estaria dispuesto a participar en este 

estudio, favor de firmar abajo para indicar su consentimiento. 

Le agradecemos sinceramente su cooperaci6n en este proyecto de 

tanta importancia. 

sinceramente, 

Doy rni consentimentio para una serie de entrevistas efectuadas 

por la maestra de mi hijo(a), y por investigadores de la 

Universidad de Arizona. 

Firrna ____________________________________________________________ __ 

Fecha ____________________________________________________________ __ 

Nornbre de nino(a) ____________________________________________ __ 
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FUNDS OF KNOWLEDGE PROJECT QUESTIONNAIRE 
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Questionnaire #1 Family Background and Labor History 

Secci6n A. Estructura de la familia 

1. ~Cuanto tiempo ha vivido usted en Tucson? 

2. ~Cuantas personas viven en esta casa? 

3. Antes de vivir aqui, ldonde vivia? 

4. ~Donde nacieron sus padres? 

5. ~Donde se criaron? 

6. ~Cuantos afios de escuela tuvo su madre/padre? 

7. ~Hablan ingles sus padres? 

8. ~Donde viven sus padres actualmente? 

9. ~Los visitan muy seguido? 

10. ~Cuantos hermanos/as tiene usted? 

11. GLos parientes de usted viven aqui en Tucson? 

12. ~Los visitan muy seguido? 

Secci6n B. Trabajo y Fondos De Conocimiento 

13. ~Donde trabaja usted? 

14. ~Trabaja usted tiempo completo? 

15. ~Podria us ted describirnos 10 que hace en su trabajo, 

asi, como sus responsibilidades? 

16. ~como encontro este trabajo? 

17. ~cuanto tiempo tiene usted en este trabajo? 

18. ~Como aprendio a hacer su trabajo? 
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19. GQue tipo de experiencia y/o entrenamiento es necesario 

para hacer su trabajo? 

--- ----------------- -----
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Questionnaire #2 Household Activities 

1. ~Quien cuida a los ninos? 

2. Durante el ano pasado, lha cambiado quien los cuida? 

3. ~Ayuda alguno de los hijos a cuidar a sus herrnanos? 

4. ~Tienen ustedes un jardin 0 animales? 

5. lQuien limpia la casa? 

6. lAyudan los ninos a limpiar la casa? 

7. lQuien se encarga del mantenimiento y reparaciones de la 

casa? 

8. lAyudan los ninos en estas actividades? 

9. ~Quien hace los mandados 0 compras? 

10. lAyudan los ninos a hacer los mandados 0 compras? 

11. Cuando usted va de compras, lhace una lista de compras? 

12. lBusca usted ofertas, descuentos y cupones en los 

peri6dicos? 

13. lLee usted las etiquetas de los productos que compra? 

Questionnaire #3 Parental Attitude 

1. lAntes de ser padre/madre, se imaginaba como iba ser? 

2. lC6mo es diferente? 

3. lQue Ie preocupa mas de ser madre/padre? 

4. lQue disfruta mas de ser madre/padre? 

5. lA veces necesita consejos para criar a sus hijos? 

6. lA quien acude cuando necesita consejo? 

7. lQue religi6n tiene usted? lSU familia? 
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8. ~Van a la iglesia como familia? 

9. ~Hacen oracion como familia? 

10. ~Que importancia tiene la religion en su vida familiar? 

11. ~Piensa usted que la manera en que usted cria a sus hijos 

es parecida a la manera en que sus amigos/parientes crian 

a sus hijos? 

12. ~Como es diferente? 

13. ~Como consigue su hijo(a) 10 que quiere? 

14. ~Que pide de usted su hijo(a)? 

15. ~Como castiga a sus hijo(a)? 

16. ~Quien 10 castiga? 

17. ~Porque se castiga? 

18. ~Cual es la manera mas eficaz para controlar a sus 

hijo(a)? 

19. ~Cuales son los valores mas importantes que usted trata 

de inculcar en sus hijos? 

20. ~Como quiere que su hijo se porte? 
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APPENDIX C 

HOME VISIT INTERVIEW EXCERPT 

- ----------- ---
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(Transcription of tape recording of horne visit, Fall, 1992). 

Female Head of Household: La primera vez que 

venimos a Tucson, entre por Yuma. Entre de mojada. 

Yo y mi esposo venimos caminando ... Pasamos la 

alambrada y brincamos y caminamos por puro 

desierto, todo un dia y la noche. Y era en el 

tiempo de esos cal ores que no aguantaba uno y asi 

yen imos. .. i Aye, como me dio coraj e cuando nos 

agarro la immigracion! Y nos fuimos ya. Luego en 

la noche volvimos a entrar otra vez ... Y llegamos a 

las 6 de la manana a Yuma y alli esperamos al tren 

y, i cuantos moj ados habia alli! Y el tren iba 

caminando despacito, despacito .. Mi esposo dijo, 

"Cuando yo te chifle, subite rapido. Pero yo no 

podia subirme y entonces otros muchachos me jalaron 

y subi con ellos. Y fui brincando los wagones hasta 

llegar a Lupe y nos fuimos hasta Marana. AlIi 

llegamos pero no me gusto porque estaba triste 

nuestra vida porque nadie nos conocia ... No teniamos 

ni cama ni donde dormir, y nada de comida. Hayamos 

donde tiran alfombras y pusimos nuestra casita 

alli en medio del desierto. Rascamos para abajo 

como los perr i tos . Alli dormimos ... and amos 

buscando trabajo y 10 encontramos ... Yo siempre 



hablaba a la gente y encontre a una senora y Ie 

dije, "Tengo mucho frio. lNo tiene por alIi unas 

sueterci tos 0 una cobij ita que nos regalara?" ••• 

Pero eran puros gringos y hablaban puro ingles y no 

supimos nada y no mas le hacia senas que tenia 

hambre y me entendia la gente. Y necesitamos 

dinero, y no conocemos a nadie y dije, "Vamonos 

mejor .. lQue hacemos aca? Pero trabajamos limpiando 

yardas. .. pero teniamos miedo que la gente nos 

hechara a la immigracion .•• encontramos a una senora 

que tenia una trailer atras y nos dijo la senora 

que pudirnos vivir con ella y le dijimos si. Yo Ie 

lavaba la ropa, le lirnpiaba la casa, le hacia la 

cornida ... nos fuimos los dos sin rumbo y nos ibanos 

y nos ibanos ... Llegamos a Tucson y no conocemos a 

nadie ... encontrarnos a unos trampi tas que duermen 

alIi y Ie decimos que no teniamos donde dormir. Y 

nos dio una cobij a ... y nos dij 0 "Yo les doy de 

corner." Nos dio 10 que recogio de la basura. El 

juntaba lena y tenia un salten. Luego fuimos a 

buscar trabajo los tres y nos agarro la imrnigracion 

y nos saco para afuera •.. A los tres meses decidimos 

regresar otra vez ... otra vez entramos p~r el 

desierto ... hasta llegar a Indio, California. AlIi 
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esta el mar bien grande y dice mi esposo, "Ya 

llegamos a Aculpulco." Eramos mas negro que el 

carbon y nos banamos muy a gusto. Pero a salir, 

vimos a la irnrnigracion alIi arriba. Dijo 

Guadalupe, "Ya vamos otra vez a Mexico •.. unas 

senoras me habian escondido y me trataban como 

familia y me dieron una bolsa de ropa y trabajo. 

Nos banaron y nos dieron comida. Estuvimos como 

dos meses con las senoras. Eran Mexicanas. Y como 

no trabajaba mi esposo de diario, decian que era 

flojo y nos tuvimos que salir de alIi. Y buscamos 

trabaj 0 casa por casa y me dieron trabaj 0 y Ie 

dieron trabajo a mi esposo tarnbien. AlIi en Indio, 

California compre una television para llevar a los 

ninos y regresamos como 4 veces a Indio por tren. 

Y una vez, no pude subir al tren y el tren me cornia 

los pies. i Todo sufrimos por venir aca a los 

EE. UU! ... No tuvimos carro porque si 10 teniamos, 

nos daba miedo que la immigracion 0 la policia nos 

encontrara. Todos los dias limpiamos yardas y 

donde llegamos nos pusimos a dormir afuera ... Yo me 

quede trabajando en la cas a de Marisela y luego la 

immigracion Ie agarro y Ie boto para fuera, y 

cuando regres6 al mes, trajo a mi nino Heriberto y 

------------------- ----
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10 paso por el mismo desierto y perdi6 su zapato. 

Son, age 14: No tenia miedo .•• tenia que 

venirme .•• me cai del tren ••• llege sin zapatos y me 

dieron zapatos ••• pero grandotes. 

Female Head of Household: Y cuando me 10 llevo 

(papelandose] de mugre, me di6 mucho dolor •• como 

estaba acostumbra ver a los gueritos de aca bien 

limpiocitos •.. y alIi viene mi hijo asi. .hasta me 

daba verguenza de mi hijo como venia. Es muy feo 

ver a sus ninos asi. 

AlIi en Oregon llegamos y trabajamos en el "japei" 

para la cerveza, la morita, la fresa, la "cheri", 

la brocoli, en todo. Y el senor donde trabajamos 

nos dijo, "c:.Saben que? Les voy a dar cartas porque 

ya tienen anos conmigo y quiero que sigan 

trabaj ando conmigo." Y dij 0 el senor que iba a 

notar en el papel que llevamos 3 afios en los EE.UU. 

y Ie enganamos porque apenas llevamos meses. Y el 

mismo nos llevo a la immigracion y nos arreglaron 

los papeles. Y veniamos a Tucson ya 

immigrados .•. Rentamos una casita en la 12 yeramos 

15 personas viviendo juntos. Y a un gringo se 

encontro Guadalupe, y se llamaba John y Ie dijo a 

mi marido que vendia esta trailerita y se la die en 
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$800 Y dijo, "V~te pagando poco a poco como tengan 

trabajo. No 1es voy a exigir. Yo s~ que no tienen 

dinero." Nos sentimos feliz y dije, "Vamos a traer 

a nuestros ninos." (Name of Son) vino por e1 

desierto y los demas vinieron en e1 carro. Despu~s 

arreg1amos los papeles a los ninos. 
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FIELD NOTES 

Family name ______________ __ 

Person(s) interviewed ____________________ ___ 

Interviewer __________________ _ 

Date ----------
Interview taped? _______ __ 

cultural Activities: 

The 12th of December (Maria's family) goes to Mexico to 

celebrate the Dia de la Virgen de Guadalupe. This is the 

final year of a three year commitment to lead the procession. 

(Maria's mother) was chosen and asked if she would volunteer 

to do it. It is so important to her that during the past 3 

years, she has taken her children out of school for so long 

that they were officially withdrawn from school. This honor 

involves taking a large basket of bread, 2 wreaths of flowers, 

and 2 ceras largas to the padrino who receives them with music 

and mole. Then they present the Virgen. It is a large framed 

picture or bust in a nicho. They took pictures of the Virgen 

this last time they made a trip to Mexico to start planning 

for the celebration. They had to look for girls who don't 

have children to sing Las Mananitas. The last time they went 

they also chose the new person to take charge of the 

celebration for the next 3 years. 50 people on bikes will be 

parading behind them. They need to provide this bicycle club 
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with T-shirts to identify them. After the procession, they 

will have tamales and when it's time to go back to Mexico, the 

red cross ambulance will take them to San Martin de Maluca. 

There, they will wait until December 12th, and the 13th they 

go horne to San Luis. They decorate the cars with streamers 

and balloons. Everyone will get together at (Maria's 

mother's) house and she will make mole. Some leftover mole 

will be sent horne in a basket with the priest. 
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I would document anecdotal data on a calendar to 

facilitate analysis of transformation. Although I recorded 

events that had taken place, it was hard to assess patterns of 

changing behaviors because anecdotal data were not 

strategically collected, and much of what I had included no 

dates. 

I should have involved the students in the analysis of 

their own transformation. Although I examined their journals 

for evidence of transformation, I never interviewed them 

personally. It would have facilitated the emic perspective 

had I asked the students to contribute their perspectives. 

I would have developed a procedure for calling for 

assistance and guidance throughout the course of my 

participation in the FKT Project. E-mail communication was 

suggested, but it was not set up during the time I was 

conducting research. The bi -monthly teacher study group 

meetings were helpful for debriefing and collaborating, but 

specific concerns needed to be addressed at the point of need. 

For instance, I encountered a problem with physical abuse, and 

needed to keep the principal investigators abreast of the 

situation. It was problematic to contact them by telephone. 

I should have been more deliberate in following through 

on my promise to conduct case studies of the five students. 

Although I included a description of each student as "base-



line" data, I never 

questions I had posed. 
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provided a direct follow-up to the 

One of the findings chapters discussed 

categories of transformation, by mentioned the students as 

examples only, not individually and in depth. In conclusion, 

this was not case study research. 
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