
Personal Narrative and the Formation of Place-Identity in
Northern New Mexico: Applied Research in Rural Education

Item Type text; Electronic Dissertation

Authors Romero, Eric A.

Publisher The University of Arizona.

Rights Copyright © is held by the author. Digital access to this material
is made possible by the University Libraries, University of Arizona.
Further transmission, reproduction or presentation (such as
public display or performance) of protected items is prohibited
except with permission of the author.

Download date 24/05/2023 21:16:05

Link to Item http://hdl.handle.net/10150/194498

http://hdl.handle.net/10150/194498


PERSONAL NARRATIVE AND THE FORMATION OF PLACE-IDENTITY IN 
NORTHERN NEW MEXICO: APPLIED RESEARCH IN RURAL EDUCATION 

By 

Eric A. Romero 

 

___________________________ 

 

A Dissertation Submitted to the Faculty of the  

DEPARTMENT OF ANTHROPOLOGY 

In Partial Fulfillment of the Requirements  
for the Degree of  

 
DOCTOR OF PHILOSOPHY 

 
In the Graduate College 

THE UNIVERSITY OF ARIZONA 

 

2006 

 

 

 

 



2 

THE UNIVERSITY OF ARIZONA 
GRADUATE COLLEGE 

 
As members of the Dissertation Committee, we certify that we have read the dissertation  
 
prepared by Eric A. Romero 
 
entitled Personal Narrative and the Formation of Place-Identity in Northern New 

Mexico: Applied Research in Rural Education 

 
and recommend that it be accepted as fulfilling the dissertation requirement for the  
 
Degree of Doctor of Philosophy in Anthropology 
 
 
_______________________________________________________________________
 Date: 4/23/04 
Dr Timothy Finan    
 
_______________________________________________________________________
 Date: 4/23/04 
Dr. Jane Hill    
   
_______________________________________________________________________
 Date: 4/23/04 
Dr Julio Cammarota    
 
    
    
 
Final approval and acceptance of this dissertation is contingent upon the candidate‟s 

submission of the final copies of the dissertation to the Graduate College.   
 
I hereby certify that I have read this dissertation prepared under my direction and 
recommend that it be accepted as fulfilling the dissertation requirement. 
 
 
________________________________________________ Date: 4/23/04 
Dissertation Director:   Dr Timothy Finan 

 

 

 



3 

STATEMENT BY AUTHOR 

     This dissertation has been submitted in partial fulfillment of requirements for an 
advanced degree at the University of Arizona and is deposited in the University Library 
to be made available to borrowers under rules of the Library. 
 

     Brief quotations from this dissertation are allowable without special permission, 
provided that accurate acknowledgement of source is made. Requests for permission for 
extended quotation from or reproduction of this manuscript in whole or in part may be 
granted by the head of the major department or the Dean of the Graduate College when in 
his or her judgment the proposed use of the material is in the interests of scholarship. I all 
other instances, however, permission must be obtained from the author. 
 
 
     Signed: Eric A. Romero______



4 

TABLE OF CONTENTS 

        Page # 
ABSTRACT...................................................................... .... .......6 

CHAPTER 1: INTRODUCTION..............................................7 

Language Socialization Trends.......................................10 

Personal Orientation to Place..........................................12 

Professional Relevancy.................................................... 14 

Theoretical Orientations on Space and Place............ ...16 

Place in Anthropology..................................... ........ ........17 

Ideological Borders.................................................... ......21 

Place in Geography.......................................... ........... ....22 

Place in Psychology..........................................................24 

Place Making and Meaning Systems..............................25 

Place and Ethnic Identity.......................................... ......27 

Linguistic Considerations of Place........................... ......32 

Narrative in the Sciences.................................................34 

Dissertation Outline.........................................................38 

CHAPTER 2: RESEARCH METHODOLOGY...... .. ...........41 

Ethnographic Method....................................................  41 

Insider Ethnography........................................................42 

Practical Foundations......................................................45 

CHAPTER 3: HISTORY AND CONTEXT............................51 

Identifying a Context........................................................53 

Historical Foundations of Nuevomexicano Villages......55 

The Spanish Entrada and Colonization..........................56 

The Mexican Period.........................................................62 

U.S. and the Treaty of Guadalupe Hidalgo....................63 

Research Setting.......................................... ................ ....69 

Historical Context for Ethnic and Place Identity ....... ..71 

CHAPTER 4: SPEAKING OF PLACE...... ....................... .....73 

General Orientations on Place................. ................ ......74 

Land Philosophy & Querencia............. ................... .......76 

Built Environment........................................ ............ .......84 

CHAPTER 5: STORIES OF PLACE............................ ......... 90 

Narrative Themes about Place............ ................... ........91 

Microhabitat............................................. ................ .....101 

Natural Resources..................... .......................... ..........104 

Mountain, Farm, and Ranch Work. ..................... .......109 

Narrative Structures of Place........... ....................... .....112 

CHAPTER 6: EDUCTION IN THEORY AND PLACE .. ..120 

Student Place Education and Narrative.... .......... ........121 

Place Narrative and Place Identity........ .................. ....124 



 

 

5 

 
 

TABLE OF CONTENTS- CONTINUED 

Critical Pedagogy and Rural Emancipation................128 

REFERENCES................................................................ ....... .131 



6 

ABSTRACT 

     This dissertation explores the relationship of personal narrative and the formation of 

place-identity in northern New Mexico Hispanic villages. In particular it identifies 

particular linguistic and discursive strategies that are emphasized within naturally 

occurring and institutional speech-events in the villages, households, and schools. These 

linguistic strategies contribute to a larger trajectory of language socialization that is 

somewhat particular to the region. Some of these linguistic strategies include the use of 

regional Spanish lexicon and syntax as well as linguistic competence in certain areas 

cultural content. 

      Place-identity is suggested as one area of formation of complex personal and ethnic 

identity processes. Place-identity in northern New Mexico villages is relevant to the 

development of continuing levels of ethnic identity and community affinity and therefore 

is integral to different contexts and strategies for language socialization in the region.  It 

is even more relevant in remote mountain villages that continue in the use of land-based 

behaviors and cultural practices.   

     This dissertation is part of an ongoing ethnographic study designed to have application 

in areas of educational practices.  A mixed-methods approach provides linguistic data 

that is analyzed using different strategies of narrative and discourse analysis with an 

emphasis on school children. Data was collected from many social contexts including; 

school bus trips, households, social events, classrooms and outdoor activities. A very 

general application is to support educational orientations that purport the use of students‟ 

cultural backgrounds into educational curriculum and place-based education projects. 
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CHAPTER 1: INTRODUCTION 

“Cada cabeza es un mundo” 

(“Each head is a world”) 
 
     Young Briana (age 10) prefaces the following narrative by stating that it took her “all 

weekend.”  Before reading the script to the fifth grade class, she thanks everyone who 

helped with suggestions and support. Her prefacing comments are all in English, but she 

transitions quickly to a Spanish/English code-switching mode (using more than one 

language in sentence construction) once she begins to read. 

     “I live in a beautiful valle (valley). In the valle where I live, there is my house 

way back in the bosque. In the ranch I have two gatos. Their names are Skipper and 

Stinker. I also have tres Perros. Sus nombres son Boots, Spots, and Rosa. Son muy 

buenos perros. 

 En mi Rancho tenemos venaos y alasanes. We hunt them for food. We sometimes 

make Carne Seca, que es muy vuena. We also hunt Turkey y Gallinas de la Sierra. 

En mi Valle tambien viven Osos y Coyotes. We have to be especially careful con los 

Osos que estan muy ambrientos. Los Coyotes are afraid of us and usually run away. 

Los pajaros en mi valle son grandes y pequenos y muy bonitos. They chirp very 

beautiful. 

En mi valle, I have to work very hard. On my rancho we brand cows, ride horses, 

and gather todas las bacas. we use una baca para leche. Mi caballo se llama 

whiskey. The others are Mayo, the buckskin and the Apalusa se llama Wapo. Que 

bonitos son mis Caballos. Mi Padre y mi Tio amansan Caballos for roping y erando 
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la Bacas, and also pa Pasiarnos en lleos. Los arboles y todas las plantas y flores en 

mi valle son muy bonitas y hermosas. They smell so good. 

The rio que corre por mi valle is very nice. En el rio se puede ver pez. Sometimes I 

fish with my dad and uncle. A la tarde we have a fish fry for all my family. 

La Iglesia en mi Valle is small and pretty. Es la Iglesia de San Jose. Mis padres se 

casaron en esta Iglesita de mi Valle. Es la Iglesia where I pray to Jesus, thank Jesus, 

and also confess to Jesus. 

Mi escuela es pequena y esta en Sapello, which is also part of my valle. Tengo 

muchos amigos, y amigas que van with mi to school. Some old houses are still 

standing that were built buy a lot of our grandparents. There were built of adobe y 

vigas. Some people have restored some of these old houses. In the night mi valle es 

muy hermosa tambien. My family and I sometimes sit on the porch pa ver la luna y 

las estrellas. Ay que bonito y hermoso es mi valle. El Fin”  

      This written story demonstrates the kind of communication style and content themes 

that are not uncommon with many “Nuevomexicano” children and youth growing up in 

the mountain villages of Northern New Mexico. It is a communication style that can be 

found in many contexts of home, community, and sometimes in schools. In these contexts 

children speak of animals, nature, geographic beauty, work, recreation, and other themes 

that help them to situate themselves in place and community. This is a communication 

style that helps community members share information, support social relationships, and 

identify cultural similarities. Some stylistic devises include code-switching, referencing 

common values, and elements of personal narrative. Speaking, in this style, is reflective 
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of deeper understandings of language use, group identification, and social contexts. 

Participation, in these conversations, requires familiarity with thematic areas, use of 

particular lexicon, and use of certain structural aspects of language. In certain contexts, 

speaking may require bilingual skills and specific structuring of narratives. I use this 

writing sample to demonstrate a range of themes that can be addressed in narrative-type 

communications and also to identify some of the code-switching strategies that carry 

meaning and demonstrate a degree of communicative competence.  

     While discussions refer to a common project for living and for partnership, 

conversations and exchanges help establish a sense of shared space and community. 

These strategies for community building go beyond adherence to ethnic group affiliations 

and also incorporate an awareness of and an affinity with the physical and social 

environment shared by constituents. The development of “competence” in this style of 

language use is important to the formation of place identity for children and youth being 

raised in these communities. 

      Children, in many villages, learn to use these communication skills and thematic 

discourses as a means of demonstrating their incorporation in an ethnic group that has 

developed strong ties to land and community. Analysis of these themes and strategies 

also provides insight to local understandings of common subsistence skills and a shared 

reverence for the natural environment. The rhetorical ties to land and community are part 

of an identity make-up that includes ethnic and subsistence criteria. At a more developed 

level these language skills are used as a response to larger societal forces that continue to 

impact local culture, language, and life practices.         
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     These communication skills are not the result of the maturation of universal strategies 

for language acquisition; rather, they are reflective of language socialization strategies 

that occur in a variety of social contexts. These language strategies can be facilitated, 

negotiated, or stifled by the different social institutions to which these children are 

exposed. One of these influential social institutions can be the public school system, 

depending on its capacity to “hear” this language usage or to silence it in formal learning 

situations. 

     To understand more about these linguistic skills it is necessary to become familiar 

with the historical and local contexts where language learning takes place. This study will 

look at some general discourse concepts and personal narrative strategies that are 

necessary to speak in ways similar to northern New Mexico village community members. 

It will draft a relationship between language socialization processes, particularly related 

to personal narrative skills, and the development of “place identity” among young 

“Nuevomexicanos” of mountain villages in northern New Mexico.  This work suggests a 

conceptualization of “place-identity” that contributes to our understanding of “self-

identity” and “ethnic-identity” formation. 

Language Socialization Trends 

      Following much of the anthropological linguistic work in “language socialization,” I 

am interested in an understanding of language as a tool and as an outcome of 

socialization. This interest necessarily is concerned with the development of content 

information as well as the social contexts that sponsor such language development. The 

importance of these studies have emphasized an understanding that language in not 
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simply responsive to the social activity/event; it is the social activity/event. Many of the 

authors pursuing these studies have concurred on the concepts that children and other 

novices acquire tacit knowledge of cultural constructs and social relationships through 

exposure to and of participation in language mediated interactions (Schieffelin & Ochs, 

1986). There are many levels where sociocultural information can be manifested, from 

structural features of phonology and morphology to pragmatics and lexicon. Certainly 

there are many levels of exploration and analysis that can be included into this study. 

However my study takes a very general sweep of these important areas as an initial 

exploration of a specific area of sociocultural knowledge. 

      I am particularly interested in the language strategies and content themes developed 

by children reflecting a “place identity.”  Place identity has been studied less than other 

group affinities such as ethnicity, gender, and social class. I suggest that place identity is 

an important component of ethnic identity and can be identified in the use of particular 

linguistic practices. It becomes increasingly necessary to understand place identity when 

discussing cultural groups that maintain rural land-based practices and economies.  

      This study is presented as an applied anthropology project with a direct emphasis in 

the area of educational anthropology. The pertinence of this study for educational 

practices will be elaborated on in the final chapter of this study. A very general 

application is to support educational orientations that purport the use of students‟ cultural 

backgrounds into educational curriculum and projects. Much of recent educational 

practice and research has demonstrated a strong trend in recognizing students‟ 

backgrounds and language skill for cognitive development and affective areas. I suggest 
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that many of these projects can be improved with the use of a more developed concept of 

culture that includes “place identity.” This educational strategy, to address a discussion of 

place, is particularly important for rural education projects in land-based communities.  

      My objectives in pursuing this question are multifold. The primary objective is to 

develop the research project along the lines of a “Funds of Knowledge” application 

(elaborated below). A secondary objective is more personal and clarifying. I am 

personally interested in researching these place-based issues as an exercise in becoming 

reacquainted with language practices and rural living strategies that were part of my own 

upbringing in the mountain communities of southern Colorado (three river systems north 

of my present habitation and research communities). 

Personal Orientation to Place 

      I have often reflected on the ever-present memories of living in a rural community. 

Daily activity was reflective of seasonal cycles related to agriculture and ranching 

endeavors. Most of my reference points of a happy childhood (extending into my late 

teens) had to do with activities in my father‟s garden or adventures in the mountains and 

foothills of southern Colorado. I was blessed with a wealth of opportunities to explore my 

surroundings, seasonal cycles and the human exploitation of natural resources. I make 

claim to a practical knowledge of the hills, rivers and other topographic features of the 

surrounding landscape. Accompanying the more joyous memories of explorations are 

those of the jobs necessary to survive both harsh winters and drought conditions.  The 

chores of collecting and cutting firewood, helping to repair structures, and preparing for 

planting were unexciting but necessary duties to be accomplished. Although positioned as 



 

 

13 

 
 

“necessary work,” hunting, fishing and pinon picking were understood as fun activities. 

The hard work that helped produce my character also indelibly anchored me to the space 

of my “home community.” This multilevel affinity for place manifests itself in many 

ways reflecting a multi-sensory memory of significant events and insights. From this self-

reflective position, I recognize my own anchoring in place, similar to what Weiner refers 

to as “the many dimensions of intimacy, knowledge, familiarity, history and 

interpersonality mediated by attachment to a particular place” (Weiner, 2002). I 

recognize these activities and events as instructional and meaningful, therefore, I wish to 

explore the tacit knowledge and communication that are imbedded in these and similar 

activities. 

      I sometimes found this place anchoring to be mysterious, with many interesting 

manifestations.  I became first aware of this anchoring to a rural place by having left the 

behaviors and comforts of home. My first extended stay away from home occurred when 

I went away to attend the University of Colorado, Boulder. My first orientations were to 

the affluent lifestyles of students coming from other areas of the country and the world. 

In comparison, I was one of few students with a work truck for transportation and lug-

sole boots for attending classes. Comparisons of dress and mannerisms helped me to 

quickly understand that I was the “other.” It was additionally quirky that during my first 

year as a college student, I attempted to grow tomato plants in an apartment window. I 

was able to find a work-study job that kept me working outdoors for the physical plant in 

lawn maintenance and landscaping.  The academic rigor of my first college experience 

was not able to “take the country out of the boy.”  
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     Having had the opportunity to continue to explore a larger world, academically and 

geographically, I later muted much of the understandings and pleasures of being raised as 

a rural Chicano. My recent reestablishment in the Sangre De Cristo Mountain range 

brought back many of the rural insights and desires to be part of a shared community, to 

benefit from mountain natural resources and to aspire to self-sufficiency. Having returned 

to my native lands, ABD and married with children, my perspective has been heavily 

influenced by domestic responsibility and anthropological training that has allowed me to 

see daily practice with a different lens. Given the opportunity to explore these concepts 

for academic pursuits and for other practical purposes, I decided to develop the research 

prospectus in part to augment my own comprehension of rural knowledge, but also to 

gain tangible insights that could be valuable to social institutions and practitioners.  

Professional Relevancy 

      Besides academic and personal objectives, the focus of this study has an institutional 

application to the work in which I am presently engaged. I am presently employed as an 

associate with the Center for the Education and Study of Diverse Populations (CESDP) at 

New Mexico Highlands University. I currently coordinate the Center‟s Initiative in Rural 

Education Development. My activities with the CESDP are geared to working with 

educational institutions as a means of strengthening the small rural communities of 

northern New Mexico and southern Colorado. The development strategies that we 

facilitate suggest that education institutions can have a profound impact on community 

sustainability and community development. A general strategy for educational 

institutions interested in community development is to identify resources and knowledge 
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internal to the facilitated communities. These identified resources can be useful for a 

variety of purposes including leadership development, assets-mapping, and curriculum 

development. Curriculum that is developed in alignment with local resources and realities 

(place-based) has become a very effective education practice, particularly for rural 

schools.  

     “Place-based” education refers to educational practices based on the identification and 

utilization of local resources for the design and implementation of relevant curriculum 

(Theobald & Nachtigal, 1995, ). It suggests a direction for educators, students, parents 

and community members to collaborate in the design of educational programming that is 

relevant to immediate communities. This directive also implies an action research 

strategy for educators and curriculum designers. This research trajectory and practical 

application parallel much of the anthropology and education direction of the “Funds of 

Knowledge Project”. An exploration of  place-meaning can be considered as a 

contribution to the Funds of Knowledge project suggesting areas of  knowledge and 

understanding that are within the various social and physical contexts that students are 

embedded in. 

     The “Funds of Knowledge for Teaching” (FOK) project, originated at the University 

of Arizona, has spearheaded practical research that investigates disenfranchised 

households and communities (Moll & Gonzales, 1997; Moll, Amanti, Neff, & Gonzalez, 

1992). This project has elaborated on the indigenous knowledge base, daily practices, 

heuristic skills, and learning styles of household members as they pertain to student 

backgrounds and cognitive development. Research activity with this project has utilized a 
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concept of culture that is dynamic and dialogic. It is part of a larger movement of 

anthropologists, sociolinguists, and educational researchers who have emphasized a 

“sociocultural” approach to schooling and learning. The “sociocultural” approach has a 

theoretical foundation in the works of Lev Vygotsky (1978) and suggests that learning is 

a fundamental human activity that is embedded in social and cultural activities. This 

approach departs from individual psychological orientation to human development by 

emphasizing the social construction of psychological characteristics. The general 

importance is the recognition of social contexts and the dynamic construction of meaning 

and cognition. These orientations have an importance to this study precisely because of 

this emphasis on the social activity origins of higher mental functioning. Because of the 

emphasis on cultural activity and linguistic transmission of knowledge, the sociocultural 

approach utilizes concepts and methodology which have benefited from an incorporation 

of anthropological theory and method into educational issues.  

     My intentions, to utilize these theoretical considerations, are to help clarify the role of 

social space and place as they also contribute to a theory of meaning and learning. 

Whereas sociocultural  approaches have recognized social contexts for learning, they 

have not necessarily approached the deeper significance of social space in comparison to 

other disciplines. To compliment these approaches we can look to the discussion of place, 

place-making, and place-identity as discussed in other disciplines    

Theoretical Orientations on Space and Place 

      A variety of disciplines and perspectives have contributed to an understanding of 

“space”, “place,” and “place-identity.”  I borrow from these discussions to develop a 
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conceptual framework and research strategy that can illuminate our understanding of 

place-identity in New Mexico villages. I suggest a very eclectic selection of concepts for 

use in this dissertation. As with many of the borrowed concepts of this study, a full 

description or discussion is beyond the scope of this paper.  

Place in Anthropology 

     The study of “place” is not new to anthropology. It has been a conceptualization that 

underscores many early ethnographic accounts of exotic others. Early anthropological 

analysis had stipulated “place” as a location for human populations.  The classic 

monographs used a standard framing device whereby people and cultures were presented 

within a common description of geography, landscape, and topography. These accounts 

were presented as “objective” descriptions of the place where the studies took place 

(Hirsch, 1995). Cultures in these landscapes were mapped as discrete and territorialized 

with little room for juxtaposition and melding. A people (“a culture”) would be 

transported to a larger world by means of the research and description strategies of the 

authoritative anthropologists.  The physical setting of this culture was described by the 

anthropologist who had “been there, seen them.” Presented in such a simplified manner 

these descriptions provided little room for subjective interpretation as to what meaning 

might accompany landscape and place. 

     Nicholas Packwood (2001) posits that an understanding of place is central to the 

project of anthropology, particularly if one recognizes the colonial politics underlying 

anthropology‟s origins. “Our studies were, in this important sense, the product of 

understanding anthropology as the study of „abroad‟ rather than „home,‟ whereas the 
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science of ethnography was raised within its own culturally specific articulation of 

politics and geography” (Packwood, p.322). In this sense we must understand every 

ethnographic project that takes us to unfamiliar locations as an exploration of place and 

meaning outside of that which we are accustomed and familiar. The exotic places of 

anthropological exploration are transported and translated to a place where different 

cognitions and subjectivities are enacted.  

     As anthropological orientations of culture and ethnography have changed, so has our 

understanding of their relationship to space. A reconsideration of the interpretative and 

textual nature of ethnographic practices has brought about a questioning of many of the 

standard frames for understanding culture (Marcus & Fisher, 1986; Clifford, 1988; 

Clifford & Marcus, 1986). As a result of these new frames for understanding cultural 

practice, the relationship of place and culture must necessarily be questioned as much as 

a relationship of representation and culture. A critique of the ethnographic presentation of 

culture as bounded and easily described by authorities can also argue for a less restricted 

understanding of the place of culture. This contemporary discussion also supports the 

argument for a “multivocal” representation of cultural space much in the manner that we 

present other cultural constructions. A self-reflexive dimension of place is also inherent 

to any recognition of place and ethnographic inquiry. For the self-conscious experience 

of place is inevitably a product and expression of the self whose experience it is, and 

therefore, unavoidably, the nature of that experience, its intentional thrust, its substantive 

content, its affective tones and colorings are shaped at every turn by the personal and 

social biography of the one who sustains it.  



 

 

19 

 
 

     I must recognize that besides a self-conscious experience of place, my meta-cognitive 

interests in understanding place are equally based on personal orientations.  

     One of the recent anthropological calls to “place” was a series of position articles by 

Margaret C. Rodman (1987, 1992, 1993) in which she suggests that the concept of 

“place” requires a “concomitant rethinking” that recognizes social and cultural 

construction similar to concepts like “voice” and “time” Like voice, place is a complex 

anthropological concept that is “a politicized, culturally relative, historically specific, 

local and multiple construction” (Rodman, 1992, p.640).  Consequently places are not 

“simply settings for social action, nor are they mere reflections of society.” They are 

settings for the social construction of meaning that is part of our anthropological inquiry. 

     Weiner (2002) summarizes two competing contemporary anthropological orientations 

to place and “placedness.” One approach acknowledges the primacy of humans and place 

in the “many dimensions of intimacy, knowledge, familiarity, history and interpersonality 

mediated by attachment to place” (Weiner 2002, p. 21). This orientation recognizes the 

variety of sensory modalities by which people come to understand and internalize place. 

Within these approaches several key works and compendiums have explored the richness 

of place and landscape from such an anthropological position (Basso, 1996; Basso & 

Feld, 1996; Hirsch & O‟Hanlon, 1995; Gupta & Furguson, 2001).  Many of these studies 

have benefited from previously researched communities that had not been investigated 

from an orientation of place.  

   An alternative approach in anthropological writings describing place is also suggested 

by Weiner (op.cit., p. 22) and “is more impressed with the transience, the nomadism, the 
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rootlessness, the migratory, the diasporic, the out-of-placedness that is becoming more 

and more characteristic of populations, communities and individuals from around the 

world.”  These studies also focus on a social construction of place but are more in tune to 

the larger macro-level factors that bear upon cultural activity.  These regional and 

international factors have blurred the boundaries of discrete culture areas and reflect more 

contemporary understandings of culture processes. Terms such as “contact zone” (Pratt, 

1986), “cultural bumping” (Velez-Ibanez, 1997), “hybrid culture” (Gupta & Ferguson, 

1992), “contested landscapes”(Bender & Winer, 2001) and “border”(Anzaldua, 1987; 

Cintron & Johnson, 2001; Elenes, 1999; Gonzales, 1999; Heyman, 1994) have 

increasingly come into reference of the spaces where cultures meet and identities blur. 

These authors develop their presentations highlighting the amorphous and opportunistic 

processes of cultural relationships. Other themes that have become common to 

anthropological discussion can also be better understood within a spatial dimension. 

Issues of power struggle, displacement, resistance, and assimilation are more common 

and are now presented in the forefront of anthropological discussion. 

     Reiterating the ideas of Renato Rosaldo (1989) that culture is multiple, incomplete, 

and contradictory, cultural border lands become the analytical space where we can bet 

recognize dynamic cultural practices at work.  In consideration of these post-structuralist 

postulates, the border is better appreciated as the social space of a variety of 

contradictions, antagonisms, exchanges and borrowings. In this elaborated understanding 

we can consider borders as sites of creative cultural production rather than the linear 

demarcation of different cultural, economic, political or linguistic systems. This dynamic 
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border is not limited to contemporary instances of immigration issues, NAFTA accords, 

contraband networks and inequitable currencies. Rather it is a daily reconstruction of 

historical and actual relationships that also rely on social memory and long-term 

antagonisms. Heyman (1994) calls it “an institial zone of displacement and 

territorialization that shapes the identity of the hybridized subject” (p.47). 

Ideological Borders 

      The cultural processes and dynamics that are enacted daily between geopolitical units 

also transpire in areas more remote from the borders. Rosaldo (1989) highlights these 

border phenomena as the “cultural and related differences (that) belong to all of us in our 

most mundane experiences” (p. 28). This conceptualization of the “border” can be used 

for many purposes when transferred and translated to the mountain villages of northern 

New Mexico. Because of the lengthy history of the communities and the juxtaposition of 

different cultural patterns we can consider these cultural spaces of New Mexico Villages 

as a type of border phenomena.  I propose these understandings of border space as a 

backdrop against which we can understand village spaces in northern New Mexico. The 

space and place of northern New Mexico villages continually reflect dynamic phenomena 

of inter-village relationships with Native Americans, ideological differences with Anglos 

and contradictions of different land tenure understandings with a still foreign 

government. The “borders” here are no less significant than those three hundred miles to 

the south. Rather, many of the more salient issues of the U.S./Mexico border are realized 

in the northern villages.  We can recognize elements of conflict and resistance, structure 

and agency, reproduction and reconstruction and many other dynamic processes and 
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effects.      At another level of analysis I posit the idea that the children that leave their 

villages to attend school make “border crossings” every day. Certainly the borders are not 

saliently delineated such as the boundaries of political units, but they are no less 

significant. A difference of noting in the case of young “border-crossers” is an additional 

space that is different from the distinct cultural practices of classroom and home. Many 

of these children ride a school bus to and from the home. This timeframe of travel and the 

physical space of school bus interiors is an analytical area that has been neglected in most 

studies of schooling and home culture. In Chapter 3: History and Context I will elaborate 

on my pursuit of this “third space” as a significant context for this study.  

Place in Geography  

     Human geographers have explored many of the implications of human occupancy and 

cultural landscapes. They have long explored relationships of humans and physical 

surroundings. In relation to ethnic groups they have devised a variety of methods for 

comprehending human migrations and constituencies. They have also engaged resources 

to understand the spatial dimensions of racism, racial equality, and justice (Berry & 

Henderson, 2002)  

     The most traditional geography approach relied on descriptive fieldwork and a limited 

theoretical presentation of cultural geography. This approach characterized the field until 

the 1950‟s and established a baseline criterion for further developments. Only recently 

has geography embraced anthropological discussions, particularly those relevant to issues 

of representation, social analysis and interpretation. These orientations represent a more 

contemporary discussion in geography. Duncan and Ley (1993) present three orientations 
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that have shaped the contemporary discussion of place in geography; many discussions 

parallel other social science disciplines. The most recent discussion of place in geography 

suggests a type of mimesis that forms a more abstract and generalizing orientation to 

space and place. Cultural geography has also embraced postmodern epistemology as a 

response to prior orientations. As in other discourses, a postmodern geography trajectory 

is critical of meta-narrative and generalizing approaches to the field.  Instead they present 

an orientation that localizes understanding to a degree of “radical relativity.” The third 

orientation is interpretative and hermeneutic. These discussions have recognized and 

prioritized the interpretive role of the researcher. This orientation also recognizes 

historical and intellectual contexts that are important to the researcher‟s role. Perhaps one 

of the more valuable concepts developed out of geography is that of “landscape.”   

     The discussion regarding this concept is not without an academic historical 

development. The concept of landscape has moved from a somewhat static orientation of 

place as “a cultural image, a pictorial way of representing or symbolizing surroundings” 

toward a more contemporary discussion, that addresses landscape as a social construction 

that does not modify a physical environment but acts on a variety of meaning systems 

affiliated with the physical environment (Duncan and Lay, 1993, p. 46)  A more 

contemporary conceptualization parallels Bakhtinian concepts of the chronotope, 

heteroglossia, and dialogism (Folch-Serra, 1990). Moving in this direction, geographers 

have been more able to present landscape as sites for “otherness” and “alterity” as well as 

“theatre” and “text” The interests of geographers to discuss landscape as a social 

construction founded in linguistic exchange is resonant with other disciplines to 
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comprehend relations of human experience and space. I will draw from these orientations 

in the analytical sections of this paper and suggest practical use for the concepts. 

Place in Psychology 

    Place has been viewed through many disciplinary lenses, depending on fundamental 

rhetorical questions. The view from psychology is no different in developing relative 

inquiries that support multiple areas of the discipline. Studies from this perspective have 

commonly sought to recognize the relationship of identity and environment. 

     In environmental psychology “environment” is used in a more general sense and can 

include recognition of the built environment (dwelling, agricultural fields, archeology), 

topography or ecological zones of pertinence. All of these spaces can have a bearing on 

the development of an interpretation of self that utilizes environmental meaning to 

symbolize or situate identity (Cuba & Hummon, 1993). This is to suggest that 

relationships with certain spaces give meaning to the space itself and also create an 

affiliation with the individuals that provide the space with meaning. This preliminary 

suggestion for a “place-identity” serves as foundation to this research project. I wish to 

build on this concept with analytical tools and also suggest a practical application to its 

usage. Proshanky, Fabian, and Kaminoff (1983) provide a succinct definition of place 

identity:  

“A sub-structure of the self-identity of the person consisting of broadly conceived 

cognitions about the physical world in which the individual lives. These cognitions 

represent memories, feelings, attitudes, values, preferences, meanings and 

conceptions of behavior and experience, which relate to the variety and complexity 
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of physical settings that define the day-to-day existence of every human being”  

(p.103). 

     Stated in this manner we recognize the emotional and experiential basis for developing 

affinities to place. These concerns underscore phenomenological approaches that 

recognize historical contexts and fluid interactions. Casey (1996) suggests that there is a 

direct relationship of place and “situatedness”: “There us no knowing or sensing a place 

except by being in that place, and to be in a place is to be in a position to perceive it. 

Knowledge of place is not, then subsequent to perception… but is an ingredient in 

perception itself” (p.33). 

      There are several different levels by which the personal can become affiliated to 

space. Individuals “display” a use of place to communicate qualities of the self. Dwelling 

spaces or occupational areas may be expressed as personifications of individuals or 

extensions of personality.  Place, as “affiliation”, suggests that people use place to forge a 

sense of attachment and belonging. This can be more commonly expressed as that sense 

of “being home” (Cuba & Hummon; op.cit.). Place identification may involve similar 

processes of “identification of” a type of person and “identification with” a place.  

Place Making and Meaning Systems 

      The above-mentioned disciplinary approaches to place have some shared concerns. 

They are similarly directed at comprehending more of the relationships of human 

behavior, social psychology, and spatial contexts. Taken together, the contributions of 

these different fields contribute to a renewed conceptualization of place as a dynamic 

construction similar to our construction of ethnic identity.   
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     Our studies of place take the direction of studying “place-making.” Gupta and 

Furguson (2001) suggest that there is a direct relationship between place-making and 

identity. It is a field that benefits from our questioning of modes of representation and 

multivocality. It also suggests a more direct relationship of place-making and identity. 

We can juxtaposition these different orientations in a discussion of place-making.  We 

can concur that place can have an influence on the process of identification directly as 

physical, social, and cultural environments. Places, however, are different in categories of 

boundedness, distinctiveness, scale, and proportion and such qualities enhance 

identification by providing significant, discrete place meanings for the articulation of self 

(Cuba & Hummon, 1993). These insights into the levels and categories that lend 

significance to place serve as a response to ideas of culture and meaning as discrete static 

constructs.  These orientations emphasize the processes and practices of place-making.  

The appropriate question to ask is “how are understandings of locality, community, and 

region formed and lived?” (Gupta & Ferguson 2001). Basso (1996) writes:  

“Stressing that place-making always involves a construction, rather than merely a 

discovery, of difference, … they emphasize that identity neither grows out of rooted 

communities nor is a thing that can be possessed or owned by individual or collective 

social actors. It is instead, a mobile, often unstable, relation of difference. Place-making 

is also a form of cultural activity and so, as any anthropologist will tell you, it can be 

grasped only in relation to the ideas and practices with which it is accomplished” (p. 5).  

    Besides the general agreed upon notions of constructed place, I wish to contribute my 

work on the particular practices that help to frame place-making. At the same time I will 
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survey various modes of experience and expression. To access these insights into place, 

stewardship and community affinity, we must use research methods that can take us to 

cultural and ideological understandings of our subject populations. There are many 

mechanisms that can help us, the most valuable being linguistic material.   

The specific linguistic junctions and content themes that are relevant to place-identity 

will be elaborated at length in the analysis chapters.  

Place and Ethnic Identity 

      Like many other concepts utilized for descriptive and analytical purposes, the 

concepts of “identity” and “ethnicity” do not have an exacting or agreed-upon criterion. 

Concepts of ethnicity, like concepts of culture, identity and community, are not static 

constructs that can be objectively and easily identified. Rather, these concepts reflect 

dynamic processes that are historically constructed and are contested and continuously 

reconstructed.  I will not extend into a fully developed sociological discussion of 

ethnicity but will rely on some heuristic considerations as they relate to this particular 

study. There are many presentations as to the meaning and complexities of ethnicity as a 

social construct. Most agree to the dynamic nature of ethnicity couched in social and 

historical contexts.  Richard Handler (1998) argues that this dynamic construction creates 

a problem for ethnographic analysis that requires much reflection and strategies for 

representation.  

      Ethnicity, in a very general sense, can be considered as a shared system of codes that 

give meaning, identity, and a sense of belonging, creating boundaries that distinguish one 

group from another (Arizpe, 1992,). 
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     Ethnic identity and in-group/out-group distinctions are reflective of processes to 

determine “otherness” and consequently self -identity. Keefe (1992) summarizes that an 

“affiliation with a particular ethnic group and culture is the sum of each individual‟s 

experience interacting with members of various ethnic groups and the individual‟s 

evaluation of these personal experiences and the ethnic perceptions and attitudes of 

others”(p. 36). This is to say that ascription to particular groups confirms a relationship of 

both personal identity and affinity with others. 

     This dynamic between different cultural groups has to be understood from a historical 

perspective of the processes that lead to differences and formed identities. Power 

relationships and cultural influences are best understood in a historical perspective. These 

historical processes also help us to understand the “superordinate/subordinate power 

relations” that underlie ethnic relations (Melville, 1983). In this sense ethnicity is also 

understood as a power relationship between groups that have been developed through 

historical processes. 

     Sylvia Rodriguez (1992) bridges these two presentations and suggests three key points 

for comprehending Nuevomexicano ethnicity:  

(1) “Ethnic boundaries serve to structure group relations and to organize differential 

access to and control over critical resources, particularly in situations of competition; 

(2) Ethnic difference and identity are historical products on ongoing interaction 

between groups; and (3) Ethnic boundaries are maintained and crossed by people 

who use them, more or less consciously, as adaptive strategies in their everyday 

lives” (p. 97). 
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     In synthesis, we can understand ethnic identity as structural, situational and mutable.  

Holland, Skinner, Lachicotte, and Cain (1998) discuss identity issues drawing from 

several social science disciplines and anchor much of the discussion in the sociogenic 

concepts of personhood developed  by G.H Mead as founder of the American school of 

social psychology. They suggest: 

“Identity is a concept that figuratively combines the intimate or personal world with 

the collective space of cultural forms and social relations. We are interested in 

identities, the imaginings of self in worlds of action, as social products: indeed we 

begin with the premise that identities are lived in and through activity so must be 

conceptualized as they develop in social practice. But we are also interested in 

identities as psychohistorical formations that develop over a person‟s lifetime, 

populating intimate terrain and motivating social life” (p.5). 

These authors also consider the work of Lev Vygotsky and Mikhail Bakhtin to 

complement the lines of this sociogenic approach and suggest their combined emphasis 

on literature, art, verbal art, semiotics and human expression can have a profound 

importance to an understanding of identity formation: 

Bakhtin‟s concern with the social weighing of expression and the creative life of 

association, combined with Vygotsky‟s emphasis on historical development and on 

the potentiality of symbols for (re)formation, affords a means by which “cultural 

studies of the person” may avoid a common conceptual dilemma—one that traps 

persons permanently, either in “cultural logics” or in “subject positions” or in some 

combination of the two (Ibid. p. 6). 
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    The authors depart from psychodynamic models that present unified subjects and 

identities historically presented in the social sciences. Instead they suggest a position that 

can draw from sociohistorical approaches that emphasize the inner activity and inner life 

that develops self-understanding within and around cultural forms practiced in social life. 

 They also suggest that this conceptualization of identity is beneficial in that it extends 

beyond the typical cultural identities formed in relation to features of society such as 

ethnicity, gender, race and sexuality. Their work focuses on the development of identities 

and agency specific to practices and activities situated in historically contingent fields or 

frames of social life. To this invitation I suggest a concern for place-identity. (I can 

similarly suggest that this inquiry focus on the multiple levels of schooling and student 

identity that students are also agents to. However, the latter, not being the specific focus 

of this study is therefore left for development at another time.) 

     Another theoretical construction that can contribute to this study comes from a 

discussion of phenomenology. The work of Edmund Husserl and Alfred Schutz (1899-

1959) provided the foundation for this theory of social action. Focusing on everyday 

activities phenomenology suggests an inter-subjective and dynamic construction of the 

self that also considers the plethora of actors that lend to identity formation. The 

construction, of the self, is mediated by various forms of communication that help the 

individual to make sense of other‟s actions and transfer such interactions into personal 

experience. Phenomenology explores the interconnections of language and human 

experience and contradicts a dichotomy of language-use separated from social situations 

and symbolic interactions (Hanks, 1996). One of the particularly useful orientations of 
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phenomenology is to explore the “taken-for-granted” character of ordinary experience. 

Other authors also suggest:  

“From the phenomenologically reconstructed point of view, all phenomena are left 

open to an investigation into what makes them phenomena, what makes them 

phenomena of a particular sort, and what makes them count as real, meaningful 

objects for ordinary experience. The investigation takes the form of description 

which is both creative and rigorous.  A rigorous phenomenological description 

evokes this experience of something and guides others to it” (Carroll & Tafoya 2000, 

p. 12). 

     Jacqueline M. Martinez (2000) discusses phenomenology from both a theoretical 

perspective concerning the nature of human existence and an applied research procedure 

of explicating features of human existence. She suggests that at both levels 

phenomenological analysis offers concepts for an understanding of Chicana experience 

and identity and qualifies an emancipatory potential for contradicting the tendencies of 

racism, sexism and homophobia. She states: 

“To the extent that phenomenology, as both a theoretical perspective and a research 

methodology, provides us with the means and tools to interrogate the very conditions 

in which those discriminations carried in the dominant culture are manifested and 

perpetuated in the everyday lived experience of persons is the extent to which we 

might be able to wedge open an otherwise tightly sealed closure that keeps racist and 

other discriminatory significance alive and circulating freely throughout the 

dominant culture” (p. XII). 
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     Perhaps the most comprehensive description of phenomenological analysis for place 

comes from Edward S. Casey (1993, 1996). His essays suggest that place is the most 

fundamental form of embodied experience and that place-making is a primary perception 

of “local knowledge”:  

There is no knowing or sensing a place except by being in that place, and to be in a 

place is to be in a position to perceive it. Knowledge of place is not, then, subsequent 

to perception but is ingredient in perception itself…Local knowledge is at one with 

lived experience if it is indeed true that this knowledge is of the localities in which 

the knowing subject lives. To live is to live locally, and to know is first of all to 

know the places one is in” (1996, p.17).  

     Casey further elaborates that place is more of an “event” rather than a thing and that it 

assumes the qualities of its occupants and therefore contributes to a dialogic and dynamic 

constitution. Place interacts with perception and other corporal constructs and does so 

whenever its occupants occupy. The author also identifies the gathering power of place 

particularly at the mundane levels of everyday life. To the degree that all human activity 

occurs in space all perception and knowledge occurs in place. 

Linguistic Considerations of Place 

     By calling upon the dialogic and constructivist models suggested by Vygotsky and 

Bahktin and the phenomenological models of others we can suggest certain areas of 

language use and content theme discussions that bring to the surface some of the issues of 

personal insight and place identity. All of these models emphasize the social positioning 
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that goes on in social interactions similar to the methodological approaches of 

sociolinguistics and the ethnography of communication.  

     On the other hand these models also demonstrate the limitations of research that is 

limited to particular media and other limitations. Although most anthropological research 

on place and identity have privileged spoken and written language there are certainly 

limitations when searching for other areas of knowledge including kinesthetic and of the 

other senses.  In Chapter Two: Methodology I will elaborate further on the research 

methodology and accomplished activities but I will also introduce other conceptual 

underpinnings of the study.  

    The corpus of data for this study comes from a variety of contexts and events. The 

similarity between the texts comes more from thematic content rather then specific 

discourse strategies or structures.  Most of the text can be considered within a general 

genre of personal narrative. Personal narrative can include several structural and thematic 

categories, but generally refer to stories of personal experience. Some of the narratives 

were provided in direct interview formats, others drawn from serendipitous occasions or 

scheduled visitations (bus rides), and others as premeditated essays delivered in 

classroom situations. I had originally wished to compare adult narratives with those of 

children (preferably their own children) in order to draw a linear relation of the adults‟ 

and children‟s narratives. As research follows rather than determines living and speaking 

my experimental quasi/clinical model for data collection went astray. Instead I opted to 

present as many varieties and instances of personal narrative that had been accessed 

during the field research period. The narratives include accounts provided by adults in 
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many contexts. My choice to emphasize personal narrative follows much of the 

theoretical considerations mentioned above. 

 Narrative in the Sciences 

     Narrative analysis is useful in many disciplines both within and outside of the social 

sciences. Some disciplines have emphasized the use of narrative for a simple sequencing 

of events. Other disciplines have emphasized the importance of narrative as a literary 

genre and as a means of understanding author subjectivity and intellectual contexts. Other 

disciplines have pursued a more structural orientation to story, suggesting cognitive and 

linguistic patterns that are universal in usage. An anthropological utilization of narrative 

accounts can benefit from all of the above perspectives, creating a more comprehensive 

understanding of individuals and communities. 

    The consideration of narrative for “scientific” purposes is not without its detractors. 

Dell Hymes (1996) contends that the social sciences have long depreciated narrative as a 

form of knowledge.  He suggests that a recognition of narrative as scholarly discourse has 

been thwarted by cultural stereotypes that predispose us to dichotomize different forms 

and functions of language into categories of academic and non-academic discourse. 

Within academia narrative has been seen as non-academic, unsophisticated, and 

sometimes crass.  He suggests that, within this dichotomy, narrative has been relegated to 

a status of a “restricted code” along the lines developed by Bernstein (1990). Restricted 

codes are associated with a dependence on context and a taking for granted of pre-

established meanings and values. In contrast, academic discourse is considered as an 

“elaborated code” associated with an independence of context, objectification of 
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experience, analysis of experience and a metalinguistic potentiality (p.112). Science and 

scholarly pursuits are best communicated in this latter mode of discourse and reflect a 

more sophisticated means of exchanging knowledge. This distinction of restricted or 

elaborated codes parallels a distinction between “concrete” and “abstract” thought, the 

latter being more in line with scientific discourse. Hymes goes further in recognizing an 

academic distinction between spoken and written narrative and argues against a 

privileging of the written form as the more cognitively superior form.  

     Maines & Bridger (1992) suggest that the academic neglect of a narrative approach in 

the social sciences is due in part to “the historical establishment and development of 

separate disciplines which has intellectually and administratively militated against 

interdisciplinary work.” As such, storied accounts are relegated to the areas of humanities 

and literature that are not as objective as the social sciences. Maines and Bridger also 

argue that narratives are central to social science concerns and they are particularly 

relevant to concerns of community study.  

     Renato Rosaldo (1993) also observes that classic ethnography has been overly 

influenced by a “linguistic asceticism” whereby the scientific standards of objectivity 

have disallowed a  recognition of such rhetorical modes (narrative) as “moral indignation, 

chastisement, exhortation, simile, metaphor and storytelling” (p.120). Story has not been 

considered as a component to anthropological discourse to the degree that it has been 

incorporated into other disciplines, particularly history.  Rosaldo does highlight that the 

analytical use of narrative in historical study and case history is reflective of certain 

qualities that narratives possess.  He identifies the two key strengths of narrative analysis 
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that are pertinent to anthropological understanding. First is an affinity to “historical 

understanding” and “human agency” (p.127).  These are anthropological interests and 

understanding of ideas, events, and institutions as they change through time; secondly, 

they are a study of human feelings, intentions and individual will. An additional strength 

of narrative analysis is concerned with the analytical perspectives of researcher and 

subject and the complex interplay between the different viewpoints. Narrative analysis 

allows us into a construction of knowledge reflecting temporal relationships as 

understood, shared and interpreted through individual lenses.  The locutor shares a 

perspective of events and relationships and pertinence. Once the perspective has been 

shared, the listener/reader is allowed his or her own reconstruction of events, 

relationships and pertinence. This latter aspect of reader interpretation has escaped our 

general epistemology of anthropological understanding. It has become increasingly 

accepted in recognition of the literary nature of ethnographic reporting. 

   Narrative analysis makes sense from a variety of other perspectives. It becomes a 

requirement when we consider the ubiquitous nature of story.  Much of our quotidian 

speech and verbal interaction is framed as narrative. Cognitive development is sponsored 

in a significant way by narratives. So common is narrative exchange that Walter Fisher 

(1987) suggests the term “homo narrans” meaning the species that tells stories. Narrative 

is with us in many forms such as myth, gossip, daily conversation, epics, legends, 

literature, film, and electronic communication (Bruner, 1986). Because narrative is so 

pervasive we can analyze narratives from many different areas of interest. It opens itself 

for a deep analysis because of its expression of an individual‟s rich experiences and 
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complexity of understanding. Personal narrative allows us to understand a multiplicity of 

emotions that help frame an individual‟s understanding of events and places. The multi-

sensory design of personal narrative is a strong approximation of cultural and personal 

assertions of meaning. Inasmuch as stories reflect the aspirations, feelings, intentions, and 

goals of the individual, they can shape actions as well as reflect culture (Rosaldo, 1993). 

          Increasingly, narrative accounts are becoming recognized as social acts indicative 

of many levels of cultural and behavioral understanding. In an educational ethnographic 

study, narrative analysis also allows us to be privy to cognitive constructs that underlie 

education processes. Narrative analysis has come to be regarded for its importance in 

recognizing cognitive reasoning and problem solving (Heath, 1996). 

     For the purposes of this study I will employ a very inclusive consideration of personal 

narrative similar to that presented by Elinor Ochs and Lisa Capps (2001). They write: 

“Personal narrative is a way of using language or other symbolic systems to imbue life 

events with a temporal and logical order, to mystify them and establish coherence across 

past, present and as yet unrealized experience” (p.XX).  This type of narrative does not 

follow a specific structure or protocol; rather they are determined by the interaction of 

individuals present at the event. These quotidian narratives not only account for events 

and experiences they serve to organize them. Ochs and Capps suggest some key 

proclivities for personal narrative:  

Ordinary narrative crafted in daily encounters evidences the central tension between  

a desire to construct an over-arching storyline that ties events together in a seamless 

explanatory framework and  the desire to capture the complexities of the events 
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including haphazard details, uncertainties and conflicting sensibilities among the 

protagonists” (p.4). 

Stories help us to share a complex world, with one another, in a manner that reflects a 

general stasis while at the same time allowing us to select particular items that embellish 

and personalize.  Consequently there is a true dynamic to these constructions that does 

not follow a linear trajectory. Or, do they have a determined finality?  Open-endedness 

and familiarity are qualities of conversational narratives that help to solidify relationships 

and shared knowledge. 

     This helps to support the difference between “telling a story to someone and telling a 

story with someone.”   Similar to the research of these authors my intentions are to 

identify the mundane experiences that contribute to a formation of place identity. The 

narratives must necessarily deal with issues of personal experience, corporal activity or 

social interaction.  

Certainly there is a tremendous potential for recognizing the performance aspects of 

personal narratives in conversation. Some anthropological works have been very 

influential in demonstrating these performance strategies (Bauman, 1986; Briggs, 1988). 

Dissertation Outline 

     The following chapter will provide a methodological format for the research project.  I 

will suggest a mixed methods ethnography that emphasizes a “multilocal” and 

“multivocal” strategy for understanding place-identity formation. The chapter will also 

discuss the pros and cons of “insider anthropology.” I will also situate the research 

project within other context of personal interest and professional application. 
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     As a first level of comprehension of  Nuevomexicano village populations, it is 

necessary to understand the historical formation of the villages. Chapter Three will 

provide a context for the study, describing historical formation and contemporary 

activities in the villages selected for the study. These villages are well into the 21st 

century, but also display vestiges of colonial lifestyles, many of which help to 

characterize Latino cultural identity. I will also situate the school within contemporary 

education reforms pertinent to classroom pedagogy and language socialization. I will 

delimit particular factors that are important to this study with focus on the linguistic 

strategies that children learn regarding a developed “place identity”.  

     Chapter Four will provide the conceptual formats for linking ethnic identity and place. 

I will first address the problematic of ethnic nomenclature and ethnic identity with 

particular reference to the Nuevomexicano population.  I will suggest areas of identity 

formation that are particularly open to issues of geography and place. The chapter will 

then elaborate on multidisciplinary orientations to the importance of place. I will also 

elaborate on phenomenological strategies for “place identity” and “place-making” that 

translate into specific theme areas of Nuevomexicano discourse and narratives. 

     Chapter Five will provide a general orientation of discourse strategies relevant to 

place-identity. I will develop a presentation of place-identity utilizing various data 

sources that distinguish Nuevomexicano orientations of place. I will provide examples 

from children and adults speech and literacy events.  

     Chapter Six will continue the discussion with an emphasis on narrative forms of place-

making and place-identity. Again, examples will be drawn from a variety contexts and 
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situations. I will delimit certain areas of narrative analysis that suggest structural 

formations inherent to narratives as the structure relate to specific genre of narrative.  

 It will go further with discussion and analysis and will focus more on dialogic processes 

of speech and literacy.  I will elaborate on some of the performance strategies that 

children have incorporated into their speech patterns. Data for this chapter draws 

principally from classroom and school contexts.  I will finalize this chapter suggesting 

other areas of discourse analysis that can further our understanding of ethnic and place 

identity. 

     Chapter Six is also presented as my conclusion and application chapter. I had 

suggested in this introduction that the research project be understood as an applied 

anthropology project with specific and general practicality for use in contemporary 

education practices. I will suggest areas where the research can be useful and will also 

suggest pedagogical practices for classrooms and schools. 
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CHAPTER 2: RESEARCH METHODOLOGY 

“La necesidad es madre de la habilidad.”  

(“Necessity is mother to skill.”) 

 
     To understand the “place identity” of Nuevomexicano villagers, I use a variety of 

research methods. My general methodological orientation is to employ an ethnography-

of-speaking approach to identify discursive and narrative strategies employed by young 

students in homes, communities, and classrooms as these strategies reflect a growing 

development of “place identity.”   The data collection process also included other 

“mixed-methods” strategies, including archival research of oral narratives, participant 

observation, interview, focus group, household interviews, and student work samples. On 

one occasion a “forum facilitation” strategy was employed. (I suggest this term in 

reference to a situation when the school children were in the gym and I was provided 

with an opportunity to address them all together and to elicit information regarding 

topography.)  The unfolding of data collection activity can also be considered within a 

“stepwise” research strategy creating a logical sequencing of  data collection strategies 

(Finan & van Willigan, 2002). The use of different data collection techniques follows the 

methodological premise that “multivocal” orientations of place require data from multiple 

contexts.  

 Ethnographic Method 

     Perhaps the most obvious contribution of anthropology to education research has been 

the use of ethnographic method. Often enough it is assumed that this method is the only 

contribution of anthropology to education. Ethnography in education has been 

characterized by fieldwork, participant observation, and narrative description. Several 
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authors have responded to a generic use of ethnographic techniques suggesting that a 

more effective use of ethnographic technique rests more on the inquiry process of the 

researcher, rather than on a simplistic use of field-based data collection. Erickson 

suggests a “deliberate inquiry process guided by a point of view, rather than a reporting 

process guided by a standard technique or set of techniques, or a totally intuitive process 

that does not involve reflection” (Erickson, 1984, p.51). This suggestion, like others, 

recommends that educational researchers make greater use of the epistemological 

concerns of anthropology. These concerns can help to develop more meaningful research 

projects benefiting from the long-standing traditions of anthropology.  

     Dell Hymes suggests that the anthropology‟s ethnographic tradition that could 

contribute the most to educational research would be based on “an interface between 

specific inquiry and comparative generalization” (Dell Hymes, 1996, p.19). He posits that 

research that is cumulative, comparative, and cooperative better reflects the “ethnology” 

of anthropology that can contribute to education.   

Insider Ethnography 

     Many of the educational ethnographies accomplished in Latino/Chicano communities 

have been conducted by „insider” researchers. These committed scholars identify 

themselves with the cultural formations of the communities that they research. Research 

carried out by these individuals meets with academic and socially responsible objectives. 

I consider myself to be among this group of “insider” researchers. In agreement with 

other “scholars of color,” I wish to “construct insider ethnographic knowledge using 

conceptual tools from the academy, and present this knowledge in a way that renders 
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subjects‟ actions and beliefs comprehensible and sympathetic to outsiders and insiders 

alike” (Foley, Levinson & Hurtig, 2001, p.39).  These authors suggest that the “insider” 

anthropologist has an advantage in ethnographic research due to previous knowledge of 

the context and language of the research situation(s). They continue to suggest that these 

individuals can better illuminate critical power relations in educational settings to the 

degree that the work will be emancipatory for the disenfranchised populations hereto 

negatively impacted by education practices. Again, I situate myself within this category 

of researcher. I may have even crossed the line of “going native” (“Ranchito Romero” is 

complete with an organic garden, trail horses, goats, pigs, chickens, most of which have 

been predetermined for the supper table or for exchange values) in practicing rural 

behaviors for personal and educational benefit. 

     As is most often the case of ethnographic research, the original study plan was 

continually modified. During the initial appraisals, and well into data collection stages, I 

found it necessary to modify concepts, definitions, and strategies. I also made changes 

with regard to the communities and contexts I wished to explore. This dynamic not only 

reflects the general nature of ethnographic research, it also reflects my own conceptual 

growth and insights to the research question. What I present as a restricted research 

project actually demonstrates an initial level of exploration and description. I intend to 

continue with the basic research question and also to explore some identified tangents.  

     At this time where ethnographic methodology is more widespread in the social 

sciences and not limited to the patrimony of anthropology, it becomes more important 

that we consider a more comprehensive process of ethnography and not limit ourselves to 
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a simplistic application of data collection skills.  An anthropological structure for 

ethnographic method pursues the complexities that evade simplistic research 

methodologies. Anthropological orientations on ethnography celebrate the dialectical 

process of conceptualization, practice, and re-conceptualization.  

     Whereas my initial intent was very linear in design, the realities of the study and my 

continued conceptual explorations made it difficult to follow what seemed to be a sound 

research methodology. The initial research strategy presupposed a bounded set of 

discourse practices that would be idiosyncratic and obvious to the observer.  I had 

envisioned some very distinctive practices that would be evident in home and community 

contexts. I assumed that these language strategies would be absent in classroom 

conversations as a result of hegemonic educational practices and limited curricular 

relevance. With such a “discovery” I could then suggest a reformation of classroom 

pedagogy that would be more reflective of the types of language practices identified in 

the study.   It became very obvious that my “quasi-experimental” design could not reflect 

the spectrum of realities and scenarios in which children learned and used place-related 

language strategies.  

     My research methodology also draws from my own graduate student experience with 

the “Funds of Knowledge” study spearheaded by the Bureau of Applied Research in 

Anthropology at the University of Arizona. This latter project provided me with technical 

skills training as well as a shared prospectus for an applied anthropology of education. 

Where the theoretical underpinnings and practical skills orientation was foundational to 
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my proposal, what is different is that I would be doing research at home with my 

“projimos” (brethren). 

     My privileging as an “insider ethnographer” allowed me to easily identify those 

practices that were limited to particular cultural contexts and those practices that could be 

utilized in more general contexts.  I aspired to be a cultural broker who would be able to 

recognize and bridge the differences in culturally discursive practices. Having had an 

outwardly (out-worldly) academic experience I felt that I could be objective about the 

research project and would present my experience to an audience interested in, but 

unfamiliar with, the population. This paradigm of learning and sharing has been diffused 

to incorporate many additional factors. 

     My path to developing the project was influenced by literature responding to a variety 

of disciplinary questions. The resulting methodology for investigation and respective 

body of data thus differ from the original prospectus developed years ago. Much of the 

analysis of narrative and conversational data therefore demonstrate my conceptual 

borrowings from the many disciplines suggested in Chapter One. I followed a strategy 

outlined by Norma Gonzales (2001, p.18) to “discard the constructs with which I had 

come equipped and to adopt an approach that fused perspectives and expanded across 

disciplines.” 

Practical Foundations 

     Much of the original concern for “place identity” developed out of a request for 

assistance while I was working for the CESDP. I had been approached to develop an 

ethnographic component for a project concerned with the state-sponsored re-adjudication 
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of agricultural waters in the villages of northern New Mexico. This project had an 

objective to procure information from acequia parciantes (recipients of agricultural 

waters from a shared irrigation ditch; more definition will be provided in Chapter Three). 

The sponsoring entities had a limited understanding of ethnographic research and were 

more concerned with developing a cultural context for community water usage. In 

developing the study component of this project, I was privileged to explore oral historical 

accounts of acequia organizational behavior and quotidian practices. I had also reviewed 

several qualitative accounts of village life in northern New Mexico. I had recorded much 

information that was used for making water use claims. I also recorded much information 

regarding land use patterns, sustainable agricultural strategies, and acequia 

administration, among other topics. While participating in this project, I became familiar 

with the sense of pride and demonstrated respect for natural phenomena that parciantes 

felt for their community and environment.  This verbal display of “querencia” 

(“reverence for place”, to be described upon in Chapter Four) pervaded much of the 

interview narratives. In working with the data I found frequent reference to a “commons 

orientation” of land use and shared responsibility.  On several occasions parciantes 

invoked the popular dictum of “Aqua que no has de beber, dejala correr” (“Water that 

you do not drink, let it flow”). 

     Much in the manner described by Charles Briggs (1988) these utterances were 

demonstrations of a genre of oral performance skills that are characteristic of 

Nuevomexicano speech.  These utterances are both folkloric and representative of 

strategies for cultural resistance. Briggs suggests”  
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They are not simple repetitions of time-worn traditions; they rather provide common 

ground between a shared textual tradition and a host of unique human encounters, thus 

preserving the vitality and dynamism of the past as they endeavor to make sense of the 

present” (ibid., XV).  

Some of the discursive practices demonstrated in these narratives will be discussed in 

Chapter Five.   

      Building on these insights, I decided to pursue my interest in the types of language 

socialization that prepare children to speak in manners that equally reflected deep-rooted 

orientations towards culture and language.  

    I followed up on this preliminary conceptualization with a design for an “ethnography 

of speaking” approach.  I would observe and record natural occurring speech events 

where I would witness children speaking in a manner similar to that of adults, particularly 

when they use stylistic devices that express a place identity. I made observations in 

school playgrounds and lunchrooms. These occasions provided me with valuable insights 

as to what children speak about when adults are not in immediate supervisory roles. 

Difficulties arose in recording interactions and conversations, although copious note 

taking allowed me to capture some of the content area discussions. Many of the subject 

areas to be presented in the subsequent analysis chapters were identified through these 

explorations. Perhaps the more valuable element of this observation stage was the 

relationships I established with individual students. They became quite comfortable with 

the ever-present “Highlands guy” who would ask them questions.  
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     Besides my observation practices, I also became involved with the school from 

another professional dimension. I had supported several “place-based education” projects 

at the school as a result of my having secured a three-year grant from the Rural Schools 

and Community Trust (previously Annenberg Rural Challenge). I was able to participate 

with teachers and students as they developed several educational practices designed to 

explore “place.”  These activities included community mapping, wildlife surveys, 

student-designed tourist guides, adobe construction, and sustainable agricultural 

practices. My visitations to these classroom projects also allowed me to witness dialogic 

practices as students‟ co-constructed knowledge with teachers and other participating 

adults. I made video recordings of teacher student interactions and student presentations 

of place-related activities.  In these scenarios students were able to cooperate with 

instructors, but the power and control of speech was ultimately the teachers‟. In 

reviewing the data the dialogic quality of student teacher conversations became more 

apparent. This information will be presented in the Chapter Six analysis of “co-narrated” 

language use. 

     In my interest to secure more “natural occurring” speech I opted for a context with 

limited adult supervision. With this I began to ride the bus with students on their way 

home. The various village communities are serviced by four different bus routes. The bus 

routes follow a complex schedule for delivering elementary school age children and 

afterwards transporting the middle and high school students who are bussed to nearby 

Las Vegas (12 miles south of the elementary school). I found riding the bus to be a very 

fruitful research strategy. Although the rides proved to be difficult for procuring clear 



 

 

49 

 
 

tape recordings of children‟s narratives and conversations, they were very rich in 

providing speech events unfettered by adult restrictions (except for my presence and the 

occasional warning from the different bus drivers). Accompanying the children on “their” 

bus proved to be productive in my ability to access their discursive realms. Their stories 

and personal accounts were promoted by my interest in their perspectives outside of 

classroom and home. I was provided with many rich accounts of place-related events and 

interpretations of landscape. I felt myself to be the incidental tourist privileged to share 

the perspicuity and voice of children. Data and analysis from many of these “focus group 

interviews” are presented in Chapter Six of this dissertation.  

   Besides the child-centered contexts, I also conducted home interviews with select 

families. These interviews were similar to the format of the Funds of Knowledge to 

identify household resources and familial discourse that contribute to the intellectual 

development of children. A secondary purpose was to identify narrative strategies that 

could be easily identified as a household construct. I had supposed that particular 

strategies demonstrated by children could be traced to similar strategies utilized by 

parents or other significant adults. This is the data collection level where I had the most 

difficulty. I had also supposed that culturally bound discourse strategies would be 

obvious and clearly characteristic of the speech narratives provided by acequia 

informants. Household patterns, however, went in a variety of directions not holding to 

my pre-conceived cultural categories.  The difficulties of these research endeavors 

demonstrate the problematic of culturalist vs. constructivist orientations on cultural 

activity. 
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    Household interviews were construed to provide information in several categories, 

including employment histories, subsistence strategies and out-migrations. 

     Besides household interviews, I was invited to a variety of events and activities where 

language practices were anchored in quotidian practices or were particularly relevant to 

“living the New Mexico style.” These language events also proved to be rich with 

linguistic data and displayed various degrees of performance and dialogic construction. 
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CHAPTER 3: HISTORY AND CONTEXT 

“El que pierde su tierra pierde su memoria”  

 (“He who loses his land loses his memory”) 

 

    The flea market in Las Vegas offers a wealth of resources for living in northern New 

Mexico. The ambulatory shopper can discover material goods and social interactions that 

characterize regional village life.  Foodstuffs for sale include chicos del horno (roasted 

corn from earth ovens), chile molido (ground chile pods), cecinas de venado y de res 

(dried deer meat, beef jerky), empanaditas de pasa ciruela (prune turnovers), conserva de 

capulin (chokecherry jam) chaquegue (blue cornmeal) and many other home-prepared 

delicacies. When there has been enough rainfall, the appearance of piñon nuts presents an 

opportunity for outside entrepreneurial pursuits and commodities speculation if one 

decides to buy and sell later and afar at higher prices. At this gathering place, one can 

also purchase or barter for lena (firewood), vigas  y latillas (building materials), pastura 

(hay), laja (flagstone) and balled trees ready for transplant. These items represent 

foodstuffs and natural materials that are of local importance and have been the subject of 

trade and sale in this town for more than a century. The exchange of these and other items 

reflect an orientation to community exchange that is characteristic of village life.  

        Perhaps the more salient activity of the market is not the fiscal exchanges; rather, it 

is the conversational activity that characterizes this space as a site for cultural and 

language interaction. Verbal exchange provides much of the ambience for this ritual 

activity. Conversation and business take place bilingually. Spanish language use is 

common; the language and is utilized for pleasantries, barter, and information exchange. 

Code switching between English and Spanish is purposeful and in accordance with 
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community norms. Discussions can extend much further than the necessary time needed 

to exchange business information. Much of the discussion is directed to building social 

relations and to confirming one‟s affinity with local culture. Individuals may make the 

visit to the market even without plans for specific purchases. Often they show up “pa ver 

lo que haiga” (to see what is there). 

      Particular utterances help to define local culture such as the typical greeting --Buenos 

dias le de dios (May God give you a good day) and response -- que se lo de igual (May 

you receive it equally) which reflects the deep religious heritage of the area. Because of 

the deep Catholicism in the area, this salutation is referent of a larger community 

orientation, and the lack of the typical response may identify an outsider. Other 

commonalties are the linguistic use of Anglicisms to speak of merchandise or to barter 

for prices  “a jamachar “ (to barter, from the English “how much”). This environment is 

rich with linguistic utterances, meaning, and symbol that is idiosyncratic to the area. It is 

a dynamic space where visiting individuals can get an orientation to local culture, 

language and material life.  

      One of the language genres demonstrated at the flea market is the conversational 

narrative form of speaking suggested by Ochs and Capps.  This form includes stories of 

adventures, work days, accounts of others, and the ever-present mitote (gossip). The 

exchange of these utterances involves much stylized language use that helps to define 

members of the community compared to non-members. Children involved in “la pulga” 

(the flea) demonstrate language use similar to the adults. They become increasingly adept 

at speaking to adults in the type of discursive strategies that help them become more 



 

 

53 

 
 

integrated into their community. The kinds of language use and strategies prevalent in the 

flea market find their way to children learning to speak in styles reflective of adults and 

community members. Observed as a language event, the flea market can also be 

understood as an additional place for language socialization of children. This is only one 

of the very many contexts where language learning and performance are exercised in 

northern New Mexico.  

     Bargaining conversations and the structured exchange of pleasantries, at the flea 

market, can be considered as “speech events” that reflect and contribute to cultural 

practices in the area. This space is not limited to local adults and visiting bargain hunters. 

Children and adolescents are privy to the discussions and exchanges of the adults. 

Children may be involved with transactions representing a sale of family wares and 

produce. This is just one of the many social spaces where children learn to be members of 

their community and to speak in the way of the adults. 

Identifying a Context  

     A description of such a social context, as the flea market, provides incomplete 

information about the various stimuli and factors that have a bearing on linguistic 

utterance and meaning. This limitation is due in part to our inability to describe the full 

amount of activity and communication. It is also due in part to our somewhat limited 

definition of context as a unit for analysis. Hanks (1996, p.140) questions any facile 

conceptualization of context and remarks that “like a shadow, it flees from those who 

pursue it evading the levels and categories of theory, and pursues those who try to flee 

from it, insinuating itself as the unnoticed ground upon which even the most explicit 
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statements depend.” He goes on to describe more of the limitations of the concept, 

suggesting that its service is at best a theoretical construct because of its pervasiveness.  

    Light and Butterworth (1992) suggest that “context tends most frequently to be defined 

in terms of cultural and social location.” It is possible further to differentiate the concept 

by incorporating the whole set of external features relevant to the analysis of an 

utterance. They continue to explain that language is primary to a transmission of cultural 

context while being expressed within a particular set of physical circumstances. Meaning 

and relevancy depend on processes of attention, which have interpersonal and 

intrapersonal aspects. These contextual factors operate at different hierarchical levels of 

which language demonstrates the attainment of an advanced cognitive level (ibid., p. 8). 

 Goodwin and Duranti (1992) also caution against a single, precise, technical definition 

of context and instead suggest that we re-conceptualize the notion of context as a “frame” 

that surrounds the focal event and provides resources for its appropriate interpretation 

 The focal event and the context are two orders of phenomena that mutually inform each 

other and comprise a larger whole. This relationship is situated in a “figure-ground 

relationship” whereby the focal event is regarded as the focal point of the participant and 

context features are considered as background phenomena. 

    They go on to suggest that an analysis of context requires some key understandings: 

First, the perspective of the participant, who is being analyzed, must serve as a beginning 

point of the analysis; second, the determination of what is relevant within that context 

depends on the specific activities being performed; and third, the recognition that 
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participants are situated within multiple contexts which are capable of rapid and dynamic 

change as the events unfold (ibid., p. 5). 

    Given these premises a presentation of the particular context for each of the texts used 

in the study can be inexhaustible. I will therefore try to construct a meaningful 

description of where the ethnographic study takes place including historical formations 

and contemporary social constructs and provide some contextualization to the individual 

utterances used in the following chapters. 

    As a heuristic unit of analysis I will consider the school community of Sapello with an 

inclusion of the surrounding villages, families and farms.  Speech acts from the Las 

Vegas area will also be considered for analysis. This artificial delimitation does not limit 

the influences and processes in which language learners are involved. It merely provides 

the researcher with some sort of limitation on the amount of information that can be 

brought to bear on this project.  

Historical Formation of Nuevomexicano Villages 

     To better understand contemporary behaviors, cultural activity, and language use of 

Nuevomexicanos, it is necessary to understand a historical context. Some key historical 

periods are of importance to understanding present day village behavior and thought in 

New Mexico. Charles Briggs (1988) provides a historical background for his study of  the 

village of Cordova and justifies the information identifying the importance of historical 

formation for  concerns of identity,  community memory and “corporatism.” This latter 

principle is a foundational concept for contemporary village cohesion. Briggs states: 
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Articulating one‟s identity entails not so much stating one‟s individual experience, goals 

or place within the educational, occupational, and social levels of American society as it 

does locating oneself vis-à-vis this social community and the events that shaped 

it….For Cordovans , each historical period is characterized by the degree to which and 

the manner in which this corporatistic principle was expressed. Its expression, in turn, is 

reflected in the way the residents related to each other and to the environment (Ibid:30). 

These principles of corporatistism and land ethic will be elaborated upon later as the 

concepts of “companilismo” and  “querencia” respectively. 

     Jonathan Friedman (1992) also presents on the relationship of history and identity: 

Making history is a way of producing identity insofar as it produces a relation between 

that which supposedly occurred in the past and the present state of affairs. The 

construction of a history is the construction of a meaningful universe of events and 

narratives for an individual of collectively defined subject. And since the motivation of 

this process of construction emanates from a subject inhabiting a specific social world, 

we may say that history is an imprinting of the present onto the past. 

     Similar to the much recognized “cycles of conquest” time frames elaborated upon by 

Edward Spicer (1962), an ethnohistorical survey can be delineated in reference to the 

different government systems or territorial status that over time have controlled the 

present day state of New Mexico. These periods are important to understanding the 

cultural makeup and contemporary behaviors of Nuevomexicano villagers. 

The Spanish Entrada and Colonization 

     The Spanish Colonial Period extends from the initial European explorations of the 

16th century to the independence of Mexico in 1821 (1598-1821). The Mexican Period 

was a shorter time frame, in comparison, but is also significant to understanding 

contemporary realities. After the Treaty of Guadalupe Hidalgo was signed in 1848 to end 
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the Mexican-American War, the area was transferred to become a territory of the United 

States, eventually achieving statehood in 1912.  

    Northern New Mexico villages are vestiges of a colonial process that began with the 

expedition of Don Juan de Oñate y Salazar. The six-month expedition originally set out 

from Santa Barbara in Northern Mexico in 1598.  In August of that year, 130 colonists 

arrived at the Tewa village “Ohke” in the rugged foothills of the Upper Rio Grande 

valley near present day Espanola. In a colonization strategy, typical of Spanish 

expeditions, the local indigenous population was displaced from their adobe dwellings 

which were then occupied by the expedition‟s leaders. This village was then renamed San 

Juan de Los Caballeros. The colonists and soldiers that made the expedition suffered 

miserably for the first years and depended on the Pueblo Indians for foods and knowledge 

concerning these territories.  

     Twelve years after the expedition Governor Don Pedro de Peralta established “La 

Villa Real de la Santa Fe de San Francisco de Assisi (1610)” as the capital city of La 

Provincia de Nuevo Mexico. Peralta ensured the development of the village by 

determining an ”apportion to each resident two lots for house and garden, two contiguous 

fields for vegetable gardens, two others for vineyards and olive groves, and in addition 

four caballerias  (about 133 acres) of land; and for irrigation, the necessary water” 

(Sanchez, 1989, p.27). As a requirement, the settlers had to maintain residency for ten 

years, without absence. Besides these personal land grants several of the followers of 

Oñate were rewarded with encomiendas. This award was a special privilege to awardees 

who were provided with a trusteeship of one or several Indian villages. They could 
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collect a tribute from the encomienda which would otherwise have gone to a royal 

treasury.  The encomiendero was forbidden to live on the encomienda, but several 

instances demonstrate that they had encroached onto Indian lands by establishing 

residencies (Fontana, 1994, p.81).  These initial European ideas on land tenure would 

continue to have importance up until contemporary village concepts of land and 

community. The colonization and settlement practices during this period were not too 

different from the northern Mexican haciendas. They were typically organized as widely 

scattered large properties worked primarily by Indians (Ebright, 1987, p.21). The Spanish 

and mestizo colonists lived in the larger townships or plazas where they could more easily 

defend against Native American raids. This pattern for settlement and colonization was to 

be changed by subsequent events.  

    By 1680, at least 1,500 Spaniards inhabited the northern frontier. A major setback to 

this colonization trajectory was the Pueblo uprising of 1680. Under the leadership of 

Pope, the Pueblo people of the upper Rio Grande Valley initiated the revolt. The leaders 

of the rebellion were not only Native American but also included mixed Pueblo-Spanish 

individuals. Heavy casualties on both sides were preliminary to the outright expulsion of 

the Spanish settlers. They retreated to El Paso del Norte (El Paso).  It would not be for 

another twenty years that the Spaniards, led by Don Diego de Vargas, would return to 

these lands to continue occupation. 

    There are many reasons for the 1680 revolt. A general synthesis would suggest that the 

many tangents of religious persecution experienced by the natives were the root cause of 

the rebellion. Simmons (2001, p.22) also suggests environmental issues related to the 
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discontent of the Pueblo peoples.  The five year drought from 1666-1671 was thought to 

have been caused by the disruption of native rituals for rain-making and appeasing  native 

deities that were believed to control the universe. Another reason for the disruption was 

the difficulties caused by the Spanish authorities as they compelled the Native Americans 

to work on Spanish projects. These projects occurred at seasonal cycles when the natives 

most needed to be present in the agricultural fields. This contentious period in New 

Mexico history greatly impacted the subsequent treatment of the native populations as 

well as set parameters for colonial strategies on village construction and communal 

property usage.  

     Since La Entrada de Oñate, the Spanish authorities had provided mercedes de tierra 

(land grants) as a strategy to promote the colonization of the northern territories. The 

awarding of land grants continued to the mid-nineteenth century, spanning both the 

Spanish and Mexican periods of southwestern history. Awards were made to individuals 

(as rewards for services rendered) and to communities, including Native American 

communities, and eventually to Anglo settlers (Acuña, 1988). An actualized account 

stipulates a total of 295 land grants in New Mexico of which 154 (or approximately 52 

percent) were identified as communal grants (United States General Accounting Office, 

2001).   

     After the Pueblo Revolt, the encomienda system, of land appropriation and indentured 

service, was discontinued by the Spanish colonists (Ebright, 1987, p.15).  The subsequent 

system for land disbursement and settlement followed a pattern of smaller villages or 

ranchos strung out along the tributaries of the Rio Grande.  This was a settlement pattern 
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somewhat different from the original Spanish townships and encomiendas. Because of 

the physical features of the land, high mountains, wide plateaus, narrow valleys, and 

semi-arid climate, certain settlement patterns were enacted.  During this level of 

colonization, a general pattern for colonial settlement reflected more a necessity to be 

close to farmlands and water irrigation systems rather than the need for a convenient 

centralization for civil, military and clerical authorities (Swadesh, 1974, p.134).  This 

process of “splinter diffusion” allowed for the settlement of nearly every available river 

valley system (Smith, 2002).   Settlement patterns reflected an “ecological legitimacy” in 

which an emphasis was placed on land conservation strategies for community survival 

(Peña, 1999, p.12). Villagers developed a system based on “vertical transhumance 

grazing and subsistence agriculture” (Pulido, 1999, p.124). This pastoral strategy moved 

grazing animals to different locations and environments depending on seasonal changes. 

These settlement strategies remained in effect for a lengthy period of time supported by 

the new Mexican government that had come to power in 1821. Contemporary Hispanic 

villages are vestiges of these settlement strategies that had been in place for centuries. 

Many villages still maintain colonial settlement designs that have been labeled as “line 

villages,” “ranchos,” “roadside villages,” “corrilleras,” “ribboned,” or “house-in-field” 

villages (Smith, 2002, p.187). 

    The first Hispanic colonizers recognized the importance of collecting and distributing 

water to irrigate their subsistence farms. Native Americans in the area had already created 

elaborate water distribution systems for their farming. Building upon the experience of 
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both the Native Americans and the introduced Middle Eastern technologies, the acequia 

system was established in northern New Mexico. 

     “Acequia” refers to the community designed irrigation ditches that make possible the 

planting of foodstuffs and forage. It is also a reference to the organizational structure of 

the respective farmers who benefit from the constructed system. In order to create and 

maintain the system, it was necessary for the whole community to commit to a common 

effort, to establish and abide by rules directing the use of the system and the water it 

carried, and to participate in the governing and management roles required to coordinate 

the use of the system for all aspects of the community. Thus the acequia system is a 

community-based organization of people that was put in place to create and maintain a 

system of irrigation ditches that would provide water for the numerous family plots of 

planted land.  

     A third meaning refers to the human-created ecosystems that are developed from the 

re-routing of river flows. This human manipulation created areas for native plant use, 

landscaping, and environmental engineering. The community participation, governance 

and ecological practices established by the acequia system continue to influence 

communities today. Community concepts and behaviors of land stewardship and natural 

resource management are derived from these ancestral community agreements. This 

cooperative community-wide organization continues to influence the way the people see 

themselves relating to each other and to the various organizations that now serve the 

community, including the schools. Because of the long established structures for common 
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natural resource utilization and community collaboration, villagers maintain a powerful 

sense of place and adherence to principles of land stewardship.  

The Mexican Period 

     Whereas the Spanish government had prohibited open commerce with foreign 

merchants from the United States, the newly formed Mexican government allowed for 

such transactions (Simmons, 1989, p.115). Just three months after Mexican independence 

in 1821, William Becknell arrived in Santa Fe heading a small entourage of companions. 

They had traveled from Missouri with trade goods loaded on mules. This event 

precipitated the development of international trade with the United States.  From then on, 

the Santa Fe Trail became a major thoroughfare for commerce from the east to the 

villages of Northern New Mexico. Not only were trade goods available by means of the 

Santa Fe Trail the continued contact with these eastern traders introduced new ideas, 

behaviors, and attitudes. Eventually, merchants from the east would engage in 

transactions with the southern markets of Chihuahua and would develop Santa Fe as a 

cosmopolitan center for commerce and culture. Although the Mexican city of Santa Fe 

would be a pivotal center for international commerce and cultural exchange, the smaller 

villages of northern New Mexico were slow to change. The isolation from Spanish and 

Mexican centers for decision-making, combined with environmental and social 

difficulties, helped strengthen the villagers‟ survival strategies. These factors also lent to 

a very strong sense of community and internal cooperation.  

     During the Mexican period colonial expansion into new areas was facilitated by the 

Mexican land grant process and by strengthened defenses against raiding parties.   
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Immigrants moved into new areas including the San Luis Valley of present day Colorado, 

and the Mora and Pecos river valleys. This period also saw the expansion of settlements 

to the eastern foothills areas of Miguel del Bado and Las Vegas. 

      The movement eastward of Spanish, Mestizo and Native American settlers was 

predicated upon the appeasement of the raiding Plains Indian tribes that had put 

limitations on eastern expansion. Marauding tribes of Utes, Apaches, and Comanches had 

periodically raided Spanish settlements and Native American pueblos and had restricted 

colonization of more eastern valleys and river systems.  Don Juan Bautista de Anza, 

Governor of New Mexico from 1777-1788, engaged Comanche warriors in the San Luis 

Valley and at the foot of the Colorado mountain that now bears the name of the 

Comanche leader, Cuerno Verde (Greenhorn) (Campa, 1976, p.14). Upon the defeat of 

the Comanche war parties, De Anza instituted a strategy to placate the Comanche people.  

De Anza broke with conquistador tradition by following up this skirmish with his 

adversaries by engaging the tribes in communications about peace, rather than relegating 

them to subordinate status or eliminating the threat of reprisal. He coordinated a series of 

encounters that brought peace to the warring factions of plains and mountain tribes. Utes 

and Comanches and other smaller contingencies agreed to discontinue forays into 

Spanish and Pueblo settlements. De Anza authorized a grant to the Comanche along the 

Arkansas River for permanent settlement and demonstrated an earnest desire to assist 

them with their own settlement efforts. These events made colonial settlement possible 

on the eastern slopes and valleys of the Sangre de Cristo Mountains.  

United States and the Treaty of Guadalupe Hidalgo 
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    The most profound impact on village life has been the transition between the Mexican 

government to a United States government in 1846.  The transition was not a simple 

changeover of government; rather it reflected a changeover of different lifestyles and 

ideologies. Although the Treaty of Guadalupe Hidalgo guaranteed protection of civil 

rights, properties, and cultural and linguistic practices, much hostility and bitterness 

marked the transitions (Warren, 1987, p.6).  

     Much of the antagonism between Nuevomexicano villagers and local government 

authorities was based on different conceptualization of land tenure and a legal process of 

determining land ownership.  The United States system was based on a different 

understanding of land tenure reflecting an eastern conceptualization of private property. 

The Spanish and Mexican concepts of communal lands were continually contested in 

legal proceedings. In many cases land rights were lost to unscrupulous land speculators 

and trained attorneys. During this transition many land grant communities lost 

tremendous amounts of communal land holdings.   Uncertainties over titles and user 

rights led to years of litigation. Ortiz (1980) summarizes the economic situation of many 

villagers:  

“Capitalist entrepreneurs entered the area and obtained titles to land. Lawyers posing 

as representatives of the villagers took land as payment of fees. In general, land 

became a substitute for money for the subsistence agricultural producers in the 

growing money economy” (p.13). 

     Some villages were able to retain village holdings and irrigation plots but were 

unsuccessful in maintaining grazing lands. With the limited availability of pasture, sheep 
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and cattle farming economies suffered and sometimes disappeared. The barter economy 

that had characterized the smaller villages was displaced with a cash economy forcing 

many working-age men to leave their communities in search of supplemental incomes 

(Smith, 2002, p.181).The recently imposed United States government established various 

entities for local regulation and political control.  

     The widespread land loss caused not only an out-migration of villagers, but also an 

increase in other types of survival strategies. Many communities developed conspicuous 

and covert activities to thwart assimilation into the perceived foreign government and 

culture. Land encroachment and disenfranchisement were met with squatter movements 

(Acuña, Op.cit., p.64), protectionist organizations (Association of the Brotherhood for the 

Protection of the Rights and Privileges of New Mexico, Las Vegas Grant Association) 

and labor unions (Caballeros del Trabajo {Knights of labor}, Sociadad Proteccion Mutua 

de Trabajadores Unidos {Society for the Mutual Protection of the United Workers}).  

     The precedent for establishing community level mutual aid organizations preceded the 

arrival of Anglo service assistance. La Fraternidad Piadosa de Nuestro Padre Jesus 

Nazareno (The Pious Fraternity of Our Father Jesus of Nazarene) (also known as Los 

Hermanos Penitentes {The Penitent Brothers}) surfaced as a local response to the 

Mexican government‟s expulsion of Spanish clergy from the newly independent republic. 

Because of the isolation of the northern frontier, many communities were without 

religious leadership. The establishment of Los Hermanos Penitentes  filled this vacuum 

of clergy and worship. Los Penitentes were lay individuals who were recognized for their 

religious processions and for the dramatization of the Lenten sufferings of Jesus Christ. 
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Their devotion included self-flagellation, mock crucifixions, and the enacted “stations of 

the cross” (Pulido, 2000). At one point the Catholic Church had excommunicated the 

order, forcing them to worship in secrecy. Besides providing religious service and 

worship, Los Hermanos Penitentes also cared for the sick and poor, conducted funeral 

services, buried the dead, assisted the widowed, and got involved with acequia and other 

secular responsibilities. This pervasive involvement helped them to be integral to village 

survival and continuing cultural traditions. The presence and persistence of the Los 

Hermanos Penitentes continues to contemporary times and the order has withstood the 

ostracizing of the church and the contempt of unsympathetic observers. 

     Nuevomexicano resistance to the new United States government found a variety of 

representations. The locally known proverb reflected the Nuevomexicano sentiments 

toward land loss and the new government support of private land tenure  practices: 

“cuando llego el alambre llego el hambre” (“when the barbed wire came so did 

hunger”).  Many Nuevomexicanos turned to local vigilante groups to protect them in land 

rights issues. One such organization very close to the Las Vegas area was the clandestine 

militant group called Las Gorras Blancas (White Caps). This group with a claimed 

membership of 1500 received public support from Las Vegas townsfolk. The Gorras 

Blancas had been involved with cutting fences, destroying farms and threatening railroad 

properties that were believed to restrict access to communal grazing and water on land 

grant areas (Arellano, 2000, p.65).  This organization had provided a “social banditry” 

outlet specific to the land rights issues of northern New Mexico.  
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         The extension of the transcontinental railroad allowed the exploration and 

exploitation of the territory‟s mineral and ranching resources. Similar to the impact of the 

Santa Fe Trail, a new wave of merchants and speculators found their way into New 

Mexico. New products, ideas, and cultural behaviors were transported to the area. These 

introduced phenomena facilitated a tremendous change in the area. Many new towns and 

depots were established as they provided services or supplies to the railroad. Similarly, 

new industries were created to support the construction and maintenance of the railroad. 

Nuevomexicano “cuarteros” cut many of the railroad ties that were used in constructing 

the Atchison, Topeka, & Santa Fe Railroad. The railroad also sponsored the discovery of 

New Mexico by Americans, particularly artists, convalescents and upper-class retirees 

(Montano, 2001, p.107). Depending upon perspective, the coming of the railroad can be 

understood as the: “one single factor responsible for the transformation of a once proud, 

independent, and self-sufficient people to abject poverty and dependence… it is the 

inexorable seizure of wealth and power that accompanies the superimposition of a 

technologically and economically dominant culture upon a pre-industrial civilization. 

(Forrest;1989, p.17).  

     One of the areas most impacted was Las Vegas (originally Nuestra Senora de los 

Dolores de Las Vegas Grandes), a familiar stop on the Santa Fe Trail.   Originally 

established in 1821 by a group of settlers who arrived from the nearby community of San 

Miguel de Bado, Las Vegas quickly became a center for commerce, entertainment, 

resistance, and also became the county seat for San Miguel County. By 1890 San Miguel 

County was the most populous county of the New Mexico Territory. At that time native 
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Nuevomexicanos comprised nearly 80 % of New Mexico‟s total population (Arellano, 

2000, p.59).  

     Another important juncture for New Mexico‟s villages occurred during the Great 

Depression. The federal government‟s concern for rural assistance programs and reform 

programs had an impact on the area with repercussions extending far into the future. 

William DeBuys introduces Suzanne Forrest‟s book, The Preservation of the Village, on 

the period by stating,  “Perhaps no other period (Great Depression) so emphatically 

shapes the present, for it was during the New Deal years that the region underwent the 

most intense and excruciating transition in its recent history” (Forrest, 1989, p.IX). 

Forrest refers to it as the:  

…”transition from a multi-source based, pre-industrial economy to that of full, if second 

class, participation in the modern American economy. In the process of coping with the 

Anglo introduced forces of economic and technological change, they adapted new 

tactics for their economic and technological change” (p.10). 

     Some of these survival strategies included the migration of labor to urban areas or to 

work in industries such as railroad lines, mining commercial agriculture or outside 

ranching operations. This was primarily a male phenomenon, but families were also 

moved to urban areas that now include third and fourth generation Nuevomexicano origin 

communities. While dealing with economic and cultural survival, many cultural 

behaviors became more entrenched and necessary for village survival. Certainly outside 

hegemonic influences helped strengthen the subsistence practices of villages and 

encouraged the creation of more extensive cohesion among villagers.  It is considered 

that this was the juncture where individuals participating in this American “diaspora” 
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found company from fellow “manitos” in outside settlements and work situations. This 

community-building activity is still common with village emigrants as they leave the area 

for different reasons.  The orientation to return home is still a behavior common today as 

evidenced through identification of student narratives regarding home.  

    The historical narrative provided above is to help situate this study within a larger 

picture of colonization, struggle and cultural continuity. The impacts of these historical 

contexts may not have a salient effect on the informants to this study, but our deep 

analysis of language strategies will clarify the relationships.  

Research Setting 

     The specific villages visited for this research project are on the eastern slope of the 

Sangre De Cristo Mountains and were colonized later than the core regions of the Rio 

Grande drainage. After the appeasement of the Comanches, many entourages made their 

way to eastern slope valleys and rivers. The Rociada valley was probably first populated 

in the 1840‟s with the most significant immigration occurring in the 1860‟s (Rubio, 1980, 

p.1)  The communities of Rociada, Gascon, Penasco Blanco, and Canoncito were part of 

the Mora Land Grant established in 1835 (La Merced de Mora). The community of 

Sapello is located approximately twelve (12) miles northwest of Las Vegas, (population 

17,000) the nearest large town. There is not a discrete delimitation between communities; 

rather they intersect and overlap. Students may refer to themselves as being from 

different communities or villages. 

   The multiple villages reflected in this study are located on the borders of the Las Vegas 

Land Grant and the Mora Land Grant. The Las Vegas Grant was established in 1835, 
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confirmed by the U.S. Congress in 1860, and patented in 1903 in the amount of 431,653 

acres (GAO Report to Congressional Requestors, 2001, p.10). This latter communal land 

grant was an issue of dispute over a forty-year period. One of the areas for legal 

contention was the size of the grant originally determined to be 496,446 acres. In 

surveying the boundaries, it was determined that the grant was in conflict with the 

Tecolote land grant and the Antonio Ortiz Grant (Ebright, 1987, p.204). The grant was 

also in conflict with a previous personal grant awarded to Luis Maria Cabeza de Baca, 

originally awarded in 1821. The continual legal dispute about the size and boundaries of 

the Las Vegas Land Grant brought about strife in the town of Las Vegas as well as the 

smaller surrounding communities.  

     The Mora Land Grant (La Merced de Mora) was also established in 1835 and 

included the present day settlements of Rociada, Gascon, Penasco Blanco, and Canoncito 

(Rubio, 1980). The original grant documents were burned, and reconstructed documents 

and maps were reintroduced to Governor Albino Perez.  The grant also went through 

some permutations and contentions as to where the original or actual borders lie. The 

Santa Fe National Forest was established in 1926 and contains some of the western areas 

of  the Las Vegas and Mora Land Grants. Rubio suggests that prior to the settlement of 

the Rociada area, Sapello (previous name Chapellote) was settled and was well 

developed by 1870 (Ibid., p.2).  

     The villages where students come from are dispersed along the Manuelitas and 

Sapello rivers. Village anatomy reflects the “line-village” settlement patterns described 
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above. The villages of Rociada, Gascon, and Penderies are at the higher elevations of 

8,000 feet above sea level.  

     Many families in the area participate in agricultural activities and utilize many natural 

resources for their well-being. Farming tends to be for animal forage and local 

consumption. Community members hunt various types of wildlife and gather wild 

foodstuffs to add to their diet. Many homes are built with local materials and are heated 

with wood burning stoves. Many communities are organized around the “acequia” 

(irrigation ditch) systems described above. 

     Mike “Mateo” Sena Elementary is located in the community of Sapello, and is part of 

the larger school district of Las Vegas City Schools. The school outreach covers a large 

area and students are bussed from a variety of bus routes. This school district, with a total 

population of 2300 students, includes Los Ninos Elementary, Paul D. Henry Elementary, 

Sierra Vista Elementary, Memorial Middle School and Robertson High School. The 

student population at Mike “Mateo” Sena Elementary is 64 students. Ninety-four percent 

of the school district population is Hispanic.  

Historical Context for Ethnic  and Place Identity 

     I elaborated on the different periods of New Mexico colonization and corresponding 

governmental structures. The historical differences of governance, colonization, 

community organization and land tenure all have had an influence on contemporary 

village behaviors. The difficult living conditions of frontier and colonial settlement have 

supported cultural practices that strengthened community affiliation and ownership. 

Historical conditions also shaped a variety of social institutions that contributed to 
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community survival and a sense of shared responsibility. Villagers developed an 

ecological orientation necessary for sustainable living in the mountains and valleys of 

New Mexico. The developed reliance on community and land was intensified by the 

incursion of a different economic, land tenure and social system introduced by the United 

States government. A variety of other factors also contributed to the Nuevomexicano 

community‟s resistance to assimilation. These include “their pride as the original settlers 

of the region; their antagonism to Euro-Americans who were viewed as intruders and 

usurpers; and their continued geographic cohesiveness and their strong sense of place” 

(Maciel & Gonzales-Berry, 2000, p.18). As suggested by Briggs (1988) and Friedman 

(1992) historical formation has a profound influence on community values and cultural 

identities.  Many historical incidents have contributed to a sense of identity reflecting 

cultural pride and resistance to outside cultural influences. Some of these incidents were 

localized in villages where the landscape and situation of the village were part of this 

resistance. For these and other reasons, it is necessary to strengthen our understanding of 

community and place. 
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CHAPTER 4: SPEAKING OF PLACE 

“Tierra que no se viste no viste a su amo” 

(“Keep the land healthy and it will keep you healthy”) 

 

     This chapter will discuss particular content themes and language strategies that 

Nuevomexicanos use that are important for place-identity. I prioritize those passages that 

reflect everyday events, activities and phenomenological insights. Data are derived from 

various contexts including natural occurring speech, interview information, and written 

samples of student work. I begin by building on Chapter One‟s description of place-

making. I draw from a general literature of place and place-making and suggest particular 

content themes that are particularly relevant to place-identity. I then provide discursive 

orientations of place provided by Nuevomexicano adults and children.   

 

     An understanding of place is not limited to students of the social sciences; the 

discussion has also found purchase in the humanities, architecture, urban planning, 

education, and the “hard sciences.” Within the social sciences a spectrum of approaches 

has addressed the concerns of place and culture. At one end of the spectrum are the 

objective, componential orientations. At the other end are orientations that reflect a more 

phenomenological or experiential approach such as those of reflective ethnography, 

humanistic geography, and environmental psychology. This latter approach is more 

commensurate with the orientation of place that I pursue in this study. I suggest that these 

and other disciplines can contribute concepts and insights to understanding place identity. 

I also suggested that reflexive ethnographic orientations can best capture the complexities 

and extensions of place. To complement the conceptual and heuristic approaches 
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presented in Chapter II. I also suggest a multilevel methodology for identifying and 

comprehending the diversity of contexts where children learn about place.  

     Beside a prescription for “multilocality,” as suggested in the Chapter 1 Introduction, 

an appreciation of “mutivocality” should also drive our understanding of place identity 

(Rodman, 1992). Multivocality can refer to different levels of discourse including 

triangulated speech patterns, dialogic, and co-constructed conversations and cultural 

perspectives from individuals. This diversity of voice shows up in different contexts and 

at different levels of discourse. A primary objective of this chapter is to provide a general 

orientation to a “discourse of place” as represented in different genres of literature and 

different contexts of regional speech. I wish to draw upon larger bodies of literature to 

ground the presentation and then to provide segments of regional speech from different 

social contexts that exemplify a Nuevomexicano discourse of place. In line with my 

suggested methodology, I will provide some abstractions on place stories and place 

identity and then provide regional expression with data from adults and children. The 

following chapter will continue with the discussion but will emphasize personal 

narratives from adults and children. 

General Orientations on Place 

     A proliferation of materials is available in dealing with the value of place. Many of the 

available writings are not limited to specific discipline areas but represent a general 

recognition of social constructions of place. 

      Since the late seventies the environmental movement has supported a literary and a 

discursive exploration of public and shared space. Whereas much of the concern had been 
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for the maintenance of pristine environments and the protection of the planet, the 

presented questions have transferred to a variety of concerns. These concerns have 

sponsored a genre of “outdoor adventure literature” which addresses the human quest for 

contact with the natural world (Nabhan & Trimble, 1994). This continuing discussion has 

come to recognize different value systems associated with land and space. It is only 

within a recent past that this literature genre has embraced ethnic orientations on 

environment and place. 

    Lippard (1997) suggests that an ease of transportation and increased employment 

mobility has brought about a sense of “multicenteredness” as an extension of the notion 

of multiculturalism. She elaborates on the concept and states that individuals who move 

around frequently come into contact with others who may not be as mobile, and from this 

contact issues of landscape, place, and culture and “sense of the local” are constantly 

addressed; “Each time we enter a new place, we become one of the ingredients of an 

existing hybridity, which is really what all “local places” consist of. By entering the 

hybrid, we change it, and in each situation we may play a different role” (p.xx). 

      Because of societal conveniences individuals have had the opportunity to explore 

“other” culture and “other” spaces and landscapes. I concur with many of the suggestions 

to recognize the dynamic processes that create place and “placedness”. I reiterate my own 

insights to the re-experience of cultural patterns similar to the community that I was 

raised in but distinct in spaces previously unexplored. My experiences outside of these 

village communities have shaped my perspective and have helped me to comprehend 
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behaviors and idiosyncrasies. Having lived in urban areas I have experiences with which 

to make stronger comparisons and contrasts.  

     Much of the contemporary discussion of landscape and place is not limited to 

romanticized verdant country-sides and irregular geographies. It is as much a discussion 

of mundane urban and suburban realities as their rustic counterparts. Place making has 

become the common discussion for comprehending public art and architecture, civic 

space, and communal areas of densely populated areas. As a continued elaboration of 

these environmental concerns some authors have pursued discussions of land use 

practices, land stewardship, and land tenure (Vitek & Jackson, 1996; Theobald, 1997).  

    Again, this discussion benefits from ethnic conceptualizations that differ from 

mainstream hegemonic orientations. The various discussions extend beyond aesthetic 

appreciations of landscape and land practices. Some discussions of place have very 

practical applications. Gregory Cajete (1996) has influenced much of Native American 

education ideas with his positions towards eco-friendly education practices  

Land Philosophy and Querencia 

       I have suggested that place-identity be considered as an additional level of 

understanding that we can use to comprehend the complex relationships of culture and 

identity for the Nuevomexicano village populations of northern New Mexico. This 

Nuevomexicano identity has its cohesive effects not only internally to the community but 

also externally in the outside world. Respect for fellow villagers and for ancestral land 

finds expression in several community concepts. Many “non-insider” authors have 

similarly been fascinated with these themes and have described many situations and 
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events whereby these values are shared (Kutsche and Van Ness, 1981; Crawford, 1988; 

deBuys, 1985 deBuys and Harris, 1990; Ebright, 1987; Nostrand, 1992; Simmons, 1988).  

     Other authors have provided more precise discussions of Nuevomexicano community 

values. For example, local author Esteban Arellano (1997, p.31) identifies the concept of 

querencia to explain this deep-felt affinity to land: “That communion with the landscape 

ties us to the enduring code of brotherhood just as the poet makes the landscape itself the 

carrier of memory.” Querencia embodies the different sensibilities and emotions that are 

part of the process of place-making. It is based on personal experience and internalized 

meaning. Querencia is an affection and respect for a special place that translates into a 

responsibility to care for that place (Atencio, 2001, p.28).  Querencia becomes a common 

discourse for northern New Mexico villagers to exchange knowledge of environmental 

and subsistence practices as part of daily discussions. This discursive sharing bonds 

villagers to community and to region.  

     The other concept that has much importance in village communications is that of 

“companilismo” or community cooperation.  This idea of sharing and cooperation 

parallels earlier accounts of village dependency and collaboration. Kutsche and Van Ness 

(1981) identify this community spirit and suggest that this concept is a vestige of village 

level collaborations from the colonial period.  Both these values have historical 

foundations but are open to individual interpretation and contemporary applications.   

These values are subject to human agency and to changing social environments. 

       This ethnophilosophy for land stewardship and community integrity is a relatively 

new discussion for Chicano studies scholars.  Devon Pena posits the urgency to develop 
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an understanding for “truth in-place” that recognizes regional ecology as an “unstable and 

shifting mosaic” rather than a “stable climax community” (Pena, 1998, p.5-10). He 

presents the potential of bioregional study for its ability to contradict “hegemonic” 

western ideas on conservation but also identifies its usefulness for an understanding of 

identity.  

     I was originally acquainted with expressions of the concepts of querencia and 

companilismo while interviewing acequia parciantes while assisting with a project to 

secure affidavits that would be used in water rights determinations.  I had been 

approached by the office of New Mexico Rural Legal Services to help with interview and 

with translations.  While assisting with the interviews I became familiar with many of the 

themes and speech styles that parciantes used to express this concept of querencia and 

companilismo. I felt an affinity with their allusions to land stewardship and with their 

adherence to community cohesion. These concepts were so strongly expressed that 

language socialization practices would certainly emphasize these values.     

   My initial intentions in developing this research project were to identify informant 

utterances as they related specifically to this concept of querencia and companilismo. I 

felt that these concepts would be the most ubiquitous and therefore the most easily 

identifiable. As the research project developed I became increasingly aware of the 

epistemological limitations of developing a research project around pre-determined 

concepts and  language constructs. I was not able to identify the direct, bounded obvious 

allusions to these prescribed concepts. I had an ideal scenario where young children 

would replicate verbatim and in the performance modalities of the “la plactica de los 
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viejitos de antes” much in the manner that Briggs (op.cit) describes. Rather, the research 

project shifted more in the hermeneutic direction to extrapolate these values from 

quotidian expression. 

     The following spoken segment, from a 74-year-old parciante (ditch user) and hunter, 

exemplifies the deep-felt relationship to land and stewardship ethics: The interview had 

been conducted as a spin-off of the affidavit procedure that I had been invited to 

accompany. I had been so impressed with his verbal skill that I asked to continue the 

interview after the necessary information had been procured. The other interviewers had 

already left and Sr. Manzanares became increasingly comfortable with his information 

eventually sharing ideas of resistance and practical philosophy. This excerpt was taken 

from an extended conversation about changing times and the difficulties of maintaining 

agricultural practices.  

 

Que le cuento  hay que trabajar 

pus no hay nada facil 

al hacerse hombre tiene que.. 

Hay responsabilidad y trabajo..  tiene 

que 

 ay de campo nomás lo cuida bien todo 

el día 

se mira bien de los cambios y los 

aigres 

 

what can I  tell you   you have to work 

well   there is nothing easy 

to become a man  you have to 

there is responsibility and work.. you 

have to   there in the field you just take 

care (watch it) of it all day 

you look well at the changes and the 

winds 

when there is change you decide 
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cuando hay cambio uno decide 

 y los aigres te dicen 

 uno escuche bien y se cuida bien 

pus yo nací  aquí en Manuelitas y sé 

bien aquí 

uno tiene que estar aquí muncho y ver 

bien los aigres 

yo le digo a la plebe que miren bien y 

te hablan   

y tu decides y tu trabajas 

I tell em 

a veces llegan los del otro (pueblo) y 

no cuida bien y hace porquería y  

yo les digo bien   te digo 

 que haga bien que escuche bien  

y ay de la sierra también tiene que 

ponerse bien y trucha 

se muere ay 

the airs (winds) will tell you 

you listen well and watch well 

well I was born here in Manuelitas and 

I know well of here 

one has to be here a lot and look well 

at the winds 

I tell the young ones to look well and  

they will tell you 

and you decide and you work 

I tell em 

sometimes they come from other  and 

they don‟t watch well and make a mess 

and  

I tell them  I tell you 

to do well and listen well 

and there in the mountain you have to 

be aware and ready 

you can die there 

     Sr. Manzanares identifies some significant factors for an affinity to place. He 

mentions a relationship to land built upon a communication and developed perspicacity 

as to message. He suggests a phenomenological local knowledge based on bodily 

perceptions and experienced wisdom.  He anthropomorphizes the natural environment 
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attributing human type communication skills. This respect for the natural environment is 

also shaded by recognition of the unforgiving nature of the mountain. To not understand 

the minute changes of the “wind” (understood as a general category for the many 

environmental phenomena that signals seasonal and weather changes) may place one in 

danger. The land/human relationship he addresses is not one-sided; rather he extols the 

virtues of hard work and making wise decisions about one‟s endeavors. We may identify 

a juxtaposition of the concepts of  querencia and  companilismo considering the natural 

environment as a partner and colleague no different from his trusted projimos. He 

presents this information for young community members as well as newcomers to pay 

attention to the messages that will help them to comprehend and to survive. 

     Another database that I had reviewed in developing a discourse of place was a series 

of interviews conducted by Ernest Atencio (2001) in developing research for his 

publication, Of Land and Justice: Environmental Justice and Public Lands Ranching in 

Northern New Mexico. His research with ranchers and acequia parciantes express a 

variety of strategies for demonstrating querencia and companilismo. He mentions that 

responsibility and respect toward the environment is expressed in numerous and well-

documented traditional land-use practices, cultural values and customs, as well as shared 

communications of  dichos and oral histories comprising parables of the ethics and 

morality of caring for the land. Atencio warns that we must be careful to not over-

romanticize the idea of  Nuevomexicano land use practices as a “paragon of 

environmental harmony and sustainable resource stewardship.” As with any culture on 
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the planet there have been abuses and oversights but the general ethos has been that of 

restraint.  

      The introductory narrative, written by Briana V. (p. 1), addresses similar issues of 

work and respect. She emphasizes the built relationships with landscape by personalizing 

the topography (mi valle/ my valley) and by speaking to the beauty of the valley and the 

smell of flowers and plants. She also speaks of the importance of recognizing the older 

buildings built by family elders. The use of these themes demonstrates that Briana is 

coming to recognize the deeper significance of environment, community and place. She 

has found wording that shares her understanding of querencia.  

  Briana also knows the symbolic meaning of code switching with key words from 

Spanish that carry a sentido (cultural meaning) that does not translate easily into its 

English equilivant. Her use of Spanish terms also reflect a pride in her ability to speak in 

this manner. A visit to her home provided me with the insight that bilingualism is held as 

a premium in the home. Briana is the oldest sibling and has set a model for younger 

siblings. Her oral presentation of the written narrative allows her to exercise an air of 

confidence, pride, and leadership. Equally remarkable is the fact that the classroom 

teacher was so congratulatory with the written and spoken narrative demonstrating a 

progressive understanding for classroom pedagogy.  

         Children also express other appropriate orientations on companilismo even though 

they may not recognize the concept or use that expression in an utterance.  In my 

discussions about acequia work with young students, they had been expressive of the 
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importance of water conservation and the necessity to maintain a communal work ethic. 

In a school interview Justin (age 9) shares: 

“We use the water from the acequia for the garden and animals 

or we can use it to wash the car but dad doesn‟t like to… it‟s mostly for plants… 

we didn‟t clean (communal cleaning) this year because there wasn‟t water 

 but last year we did   even Margaret (sister) had to help 

 an mom cooked posole n empanadas 

dad was mad because Stevie‟s family didn‟t help out at all.” 

    Another aspect that children have demonstrated with an orientation towards land 

appreciation is in speaking about the many aesthetic properties of the landscape. In a later 

chapter I will give examples of written works that were very specific in emphasizing the 

beauty and ruggedness of the mountain environment. This appreciation certainly seemed 

to be a performance strategy on the part of students both in classroom discourse, in 

school contexts, and also in situations with limited adult involvement (bus rides). It 

seemed to me that the more I was riding busses with children, the more they engaged in a 

rhetoric of beauty and personal significance. These constructions are important because 

of their value for understanding phenomenological insights to children‟s experiences. 

Their musings can also be considered from an understanding of the contexts of their 

constructions. Their “focal event” could be interpreted as a bus ride conversation with an 

adult friend and the context framed by their willingness to provide me with that which 

they perceived I was interested. I am sure that the children have been exchanging 

information with one another commenting that Mr. Romero will sit and talk with you if 
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you can speak about the landscape and would be particularly interested if you could 

embellish you story.  The invitation from children to listen to them during their bus rides 

eventually became a type of competition as to how many times I had ridden one bus 

compared to another. Nonetheless students had exercised this invitation by suggesting to 

me that they “had a new story to tell me.” 

Built Environment 

     In New Mexico villages, place-identity also develops out of an affinity with the built 

environment including houses, structures and acequia systems. The following segment 

offers an insight into adobe construction that most individuals are unfamiliar with:  this 

was also an secondary interview with an acequia parciante after an affidavit had been 

procured. I had an opportunity to walk with Sr. Christino Griego alongside his alfalfa 

fields and had commented on the construction and antiquity of his home. 

No.. you build yur own hecho deveras 

pa que dure algo, hecho de veras,  

mas antes no mas el hombre lo hace 

hora viene hecho su casa pero no es su 

casa  

lo hace ay en Albuqueque u otro 

(ciudad) 

they even bring them de Denver 

 pero sabe porque el hombre lo hace   

yo te digo Eric 

no you build your own made well 

so it last some time, made well  

 before only men made it 

now the houses come already made but 

it is not your house they make them in 

Albuquerque or elsewhere they even 

bring them from Denver 

but do you know why the man makes 

it 

 I will tell you Eric 
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mejor de adobe de soquete de aqui  

y cuando lo hace ay escupes (laughs at 

self) 

si escupes y tires cosa   

echas tu vaba y sweat ay al soquete   

y eches tu moco y tu vaba  

hasta lagaña y crying  

si no te mire nidien.. pos eche tu orines  

lo hace fuerte el soquete y tu adobe 

muy duro give it long time to dry  

it‟ll be hard hard  murre fuerte y duro 

 build with those bricks it yours, fuerte 

It‟s better the adobe of this mud from 

here 

and when you make it you spit there 

(laughs) you spit and throw in things 

you through in your spit and your 

sweat there in the mud  and you throw 

in snot and spit  even your sleep  and 

crying (tears) 

if nobody is watching  well you pee in 

it 

it makes strong mud and adobes 

real hard  give it a long time to dry 

it‟ll be hard hard  very strong and hard 

build with those bricks its yours, 

strong 

     In this passage 78-year-old Christino Griego shares a profound insight into the 

practice of homemaking. He speaks about a different level of domestic responsibility that 

addresses the construction of personal and meaningful edifices in which to nurture ones‟ 

family, but also to protect them from outside noxious influences. The significance is not 

limited to a space created for sharing and sponsored experiences. It is a product of 

arduous experience spurned by virtues of responsibility and care. This socialization can 

be considered to reflect a sense of machismo very different from media depictions of 
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male dominance and chauvinistic behavior. It indicates a male upbringing that values self 

-sufficiency and a reliance on local resources for subsistence. The importance of local 

materials is emphasized, recognizing a spiritual quality to a house made of local mud and 

sweat. The significance is not limited to a space created for sharing. The suggested 

strategy to include body fluids, although presented partially in jest, refers to another 

ecological understanding.  In a rejoinder statement made by Sr. Griego he also suggests 

an ecological understanding of a home created of one‟s body.   Cuando eches de lo tuyo..  

ansina que no aparezca el penco cuando no estas  (when you include from your own, 

with this, the cuckold will not appear when you are not here).  

     Most children had not had the privilege of building their own home or constructing 

some type of structure where they were invited to “echar de lo tuyo” (throw of your own) 

but had different orientations to the idea of home construction and stability. Many had 

recognized the distinction between a built home and a “trailer.” Certainly, in these 

villages the new homes are predominately manufactured homes.  On one bus excursion 

Juan, age 7, points out a trailer court by the road and comments “Those aren‟t real homes 

cus they can be moved away.”  Juan lives in an adobe constructed by his grandparents. I 

did not pursue his statement further, but I feel that his judgment is part of a family 

rhetoric.  

      Another area that is somewhat pervasive is an expression of outsider intrusion. Many 

individuals are uncomfortable with the types of changes that accompany new individuals 

moving into the villages. The disdain is not saved for any ethnic group in particular. It is 

directed at individuals expressing cultural practices that do not recognize the behaviors of 
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community cohesion and querencia.   In the following passage Sr. Manzanares suggests 

that people from outside the area are not positive assets to the community: “a veces 

llagan los del otro (pueblo) y no cuida bien y hace porqueria” (sometimes they come 

from other  and they don‟t watch well and make a mess). 

 Atencio (Ibid) similarly provides a quote that echos Sr. Manzanares‟ sentiments: 

“The outsider is not familiar with the culture here and they are not familiar with what 

people did to provide for their families only 50 years ago”. ”So that is tough when 

people migrate to a beautiful location like here. But they don‟t know what these 

peoples endured in years past. And what they labored in, and what the four seasons 

meant to them. These are things that the new arrivals will never know because they 

don‟t rely on the land. These people cannot appreciate the way people do, who have 

had their hands in the soil for 50 years or more.” 

     These statements of resistance are not limited to adult community members. Children 

have also learned to differentiate between “tourists” and other outsiders. They have 

shared a variety of comments and anecdotes that express this perception of outsiders. On 

one spring bus excursion the bus had stopped to allow a child to get down. Behind the 

bus were several travel trailers. Silvano, a lively fifth grader suggested: “They‟re 

probably the Texans, they go up to Panderay to get drunk and play golf.” When I 

questioned Silvano how he knew they were from Texas, he replied:  “Nobody around 

here has trailers like that. They come up here to buy the houses over there” (Silvano is 

pointing to the Penderies development area that is obvious on the mountainside and 

includes very expensive homes). He also shared: “My dad goes to winterize those houses 
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when they go back.” 

     Silvano has expressed some very important insights about outsiders, accepted 

behaviors, and generalizations. “Texans” is more of a reference to wealthy individuals 

that vacation or have summer homes in the highlands. His suggestion that their recreation 

behaviors can be bawdy and disturbing may be based on personal observation or social 

perceptions. He also refers to the subordinate status of locals that provide service to 

wealthy outsiders. 

   Another instance, that I interpreted as outsider repulsion, occurred in a classroom 

activity. The New Mexico State Department of Game and Fish had sent an education 

representative to provide the school with a workshop on local wildlife. The officer was a 

female from back east and had difficulty with the local place names. She was in an 

enforcement capacity with Game and Fish and carried a gun as part of her uniform. As 

part of her presentation she spoke about signs of local animals, endangered species and 

what precautions to take with wounded animals. She had also spoke about poaching 

practices and other infringements of the law. Two students had provided questions that 

can be interpreted as reflective of resistance strategies. When the officer spoke about 

game in the mountains, one student questioned, “How do you know those animals are up 

there? Have you been there?”  The officer responded to these questions but they had 

startled her. The student was questioning her authority and experiences dealing with areas 

that he was personally familiar with. This defiance suggests student tendency to consider 

that outside agencies are not necessarily more knowledgeable than local individuals.   
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   The other student was more straightforward with another clarifying question. “If you 

catch someone not doing what you say, can you shoot them?” This question was not so 

much based on a child‟s naïve fascination with law enforcement. A deeper analysis 

suggests that the question was also a contestation of the authoritative power of a game 

officer and the enforcement of wildlife conservation laws. The smaller communities have 

historically maintained querencia criteria for game harvesting. Many families have relied 

on game for food and hunting seasons did not necessarily coincide with opportunities for 

taking game. Consequently “game poaching” does exist as a criminal offense but is not 

necessarily considered by some families as a moral infringement. A game officer 

exercising a right to bear a gun can be considered as a threatening individual and a target 

for resistance commentaries. 
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CHAPTER 5: STORIES OF PLACE 

“En largo viaje de tren conoce un amigo bien” 

(“In a long train ride you will get to know well your friend”) 

 
     This chapter continues the discussion and analysis developed in the preceding chapter. 

Whereas, Chapter 4 provided an orientation to general discourse strategies and place 

identity, this chapter relies more on personal narrative data and analysis specific to 

Sapello area students and parents. In presenting the Sapello data, I argue for a 

prioritization of personal narrative as a primary strategy for understanding identity issues 

in general and place-identity issues more specifically. Narrative is the manner of how we 

give life meaning more specifically when we are involved in social activities. They serve 

as a mechanism to share organized ideas and events, but can also bind collective values 

and identities. By emphasizing the content of certain narratives I intend to pursue a more 

elaborate conceptualization for place-identity as it is demonstrated in personal narrative 

accounts of community representatives, family members, and students. These identified 

content themes follow the categories suggested in Chapter 1‟s description of “place-

making”. I also present preliminary information on narrative construction for considering 

a more structural understanding of narrative and place-identity. I employ a liberal 

definition of personal narrative not limited to linear ordering or secure finalities. Those 

narrative expressed here adhere more to the genre described by Ochs and Capps valued 

for their adherence to cohesion but also dynamic is co-construction and personal 

experience.  
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Narrative Themes about Place 

     To continue with some particular thematic orientations developed in the previous 

chapter, we can look to narrative accounts as they demonstrate insights into community 

values of querencia, companalismo, and other constructions of place identity. The 

identified themes have demonstrated themselves in a variety of different data collection 

strategies and are hereby discussed from the perspective of personal narrative.  

   First grader Isiah provides an account during a classroom interview. The interview 

followed a very structured format with limited offerings of additional information 

requested from the interviewer questions. 

E: What do you do in the mountains?   

We go to the river for fishing and swimming  

E: Do you go hunting up there? 

We go for bear elk and deer 

E: Do you eat them? 

Yea elk is the best 

E: Where do you see the elk? 

When we went hunting for elk we brought apples and we saw bear track by the lodge 

at night 

E: Were you at a cabin? 

It‟s my cousin‟s cabin  

it‟s all old an broken down 

it was built a long long time ago 
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my great grandpa owned all this property 

E: Where did he have property? 

Up there with my cousins 

E: Do you have many cousins 

Lots (provides names to eight different cousins who are also students at the school) 

E: Do you grow anything on your ranch? 

Yea.. we got a garden n water from the mountain and the well 

my great grandpo made the well and the houses 

E: What do you grow in the garden? 

carrots radishes peas corn 

     Beside the ideational components of place-making, we also recognize the experiences 

of human physical modification to environment and nature. Place can be attributed with 

the experiences of significant others or legendary figures. Isiah‟s bodily experiences of 

hunting and gardening are further qualified by an understanding of other‟s experiences 

and energies. Young Isiah is proud of the fact that his great grandfather has made so 

many contributions to creating a world for him to enjoy. He creates a sense of cultural 

and ecological patrimony with his references to “grandpo‟s” building of significant 

structures and stewardship of vast tracts of mountainside.  

     I felt compelled by this limited narrative because I was much reminded of my own 

orientation towards an affinity for family-built structures and a “heritage garden”. My 

grandfather had built the adobe house in which I was born (delivered at home, as with my 

siblings, with the assistance of a well respected partera {midwife}). My father, with my 
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grandfather, built the smaller adjoining house that I was raised in. The reiterations of my 

parents that I was came from a modest background of family-built mud structures, non-

institutional health practices and modest hard-working ethics etched a sense of pride in 

self-sufficiency and promoted aspirations to be such a competent provider. So powerful is 

this rhetorical suggestion for self-empowerment and responsibility that I have attempted 

several forays into construction activities and gardening adventures. Since I purchased 

my home already constructed, the best I could do to carry on this family tradition has 

been to build rock walls, shade porches, barns, and animal sheds. In several of these 

construction projects I have been able to include some human fluids in the manner that 

Christino Griego suggests in the previous chapter. I have not repeated this strategy in my 

garden. 

    In sharing this personal affinity, I recognize the power, of  personal narrative, to 

catalyze additional thoughts and  shared experience. It also suggests the highly self-

reflexive, hermeneutic and dialogic foundations of ethnographic research. This limited 

exchange with young Isiah provided me with enough impetus to ponder for a lengthy 

period about my personalization of his comments.  

     In one recorded speech event 3rd grader Esteban is helping to mix the mud that will be 

utilized in the base of a horno (earthen oven) constructed on the school grounds. Many 

students are participating; some of them are more interested in having fun with the mud 

than trying to understand all the necessary steps to create the horno. Esteban is more 

focused than the other students and makes comments while shoveling more soil. 

“I‟ve done this 
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our house is made from adobes 

we lived with grandma for a while  

then built our own home 

my dad did most of the work n I helped 

he got vigas from the bosque n stuff from the store 

I made mud n cut sacate 

I can make the mud here” 

     In this passage, Esteban expresses his prior experience with the material, explaining 

his comparable dedication to the task at hand. Having contributed to the erection of his 

own home he is a more capable individual, a bit more mature than the other third graders 

who do not know the significance of good mud. With a sense of pride, he also exercises 

the lexical choices of using Spanish words for particular building materials.  

     The term adobe is common enough in its usage that most children are familiar with its 

meaning. The other code-switched words of vigas (support beams) and sacate (grass for 

straw) are not as well recognized. By reflecting local communication strategies Esteban 

again demonstrates that he is a special participant and privy to select knowledge. 

     In demonstrating his own contribution to constructing a house, he participated in the 

creation of a “homescape.” Similar to a socially constructed conception of landscape 

many individuals develop deep affinities to the edifices of nurturing and experienced life. 

This orientation is not limited to a nostalgic reflection of where one is raised. It alludes to 

a full spectrum of multi-sensory experiences associated with the place. Several children 

emphasized that barn or sheds were of similar importance as part of the homescape 
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attributing the buildings with emotional values. These may be the specific locations 

where children are allowed to explore, create, and control. Because many of these 

structures are specific to rural subsistence practices they may have that additional value 

that helps children to distinguish themselves as different from other homescapes lacking 

in such constructions. Structures such as a noria (water well), acequia (irrigation ditch), 

resolana (sunny spot) bench, animal pens, tool sheds, and the soterrano (root cellar) have 

importance to families and may carry special meaning to children. These special places 

may carry significance to individuals regardless of present usage. Few families are totally 

dependent on subsistence agriculture and natural resource utilization to the degree that 

they fully utilize structures built for these practical purposes. 

      On one home visitation, three siblings had provided me with a walking tour of their 

family ranch. We had previously walked down to the beaver ponds (mentioned later in 

this chapter) and were now back at the various buildings where the children play and 

interact. One of the children, Russell, had instructed me about all the fun activities that 

could be conducted in a barn that was no longer used for its original purpose. An old 

saddle had been sitting on a barrel, and the child identified the combination as “his 

horse”. He mentioned that he would take his horse down to the beaver ponds and back 

“pretty much every morning.” The family does possess live horses and Russell did know 

how to ride. However his play riding of an imaginary horse was equally significant.  

     Once presented with this narrative of play activities, I was better able to appreciate a 

understanding of phenomenological experience that is not limited to bodily experiences 

but also includes imagined experience. Russell had created a play place that was 



 

 

96 

 
 

complete with experience, pleasure, and creativity. What is more this imagined activity 

represented different levels of creativity and coherence. Russell had first created the 

activity building upon personal experience, material objects, and perceived events.  The 

second level of creativity was the construction of a personal narrative that ordered his 

invented events. This multilevel ordering of experience has an additional potential for 

place-making. It can use ideational resources and invented experiences to attribute 

meaning and affinity. 

     Because of similarities between Sapello homes, students may recognize the 

idiosyncratic and common nature of their homescapes. These common structural 

characteristics related to subsistence and economies are more common than features 

related more to aesthetic preferences or shared sensibilities. Although considered within a 

common framework they can be created as different by means of personal experience. 

This is not solely a rural enterprise. Individuals living in suburban tract houses will create 

a homescape based on lived experiences and minute details.  

     Sixteen year-old, Norma, and her friend Brenda, had just shared a story with me as 

part of a shared interview. They had mentioned how they would play in the stagnant, 

murky water in the river. Norma and Brenda relish, in the idea, that their section of the 

river was a place of amusement and also a place of resistance. 

  “We would take off to play there in the acequia without my parents knowing. They 

would always be warning us not to go there but we would anyway” 

      The “homescape” can also be represented as a site for subsistence and problem-

solving. We go home not only to relax from a busy world, but also to engage in a variety 
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of activities that make for survival and comfort. Narrative accounts of home utility and 

subsistence activity help identify individuals as collaborators and agents for getting by. A 

child has to be of certain age or capability to begin with difficult and sometimes 

dangerous chores. Certain tasks and chores may require that the children accompany their 

parents away from the home. Bringing firewood and lifting bales may require that the 

child be in other areas of the landscape. 

     Emilio, fifth grade, speaks about a place where his family goes for wood. We are 

riding on the school bus as he points out a hillside several miles away. The area he points 

to is accessible by a road that circumvents the school and other neighboring communities 

and requires some topographical knowledge to locate from the moving vantage point of 

the bus. 

“We go for wood over there in Las Dispensas    

you have to go before it gets too cold an snowing 

one time we got stuck in the truck and we had to unload all the wood to get out 

we go with my uncles and we bring back enough for them too 

sometimes we‟ll sell some at the flea market in Las Vegas or in Santa Fe 

we go for all day and sometimes go back the next day too 

my dad was gonna let me use the chain saw but I didn‟t want to  

I can use the axe at home but not the chain saw” 

     Emilio‟s narration also reflects his contribution to household economy and a work 

ethic that requires a degree of strength and perseverance. His chores at home are to chop 

and deliver wood for cooking and heating. Children speak easily of household chores as 
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indicators of common projects. Woodcutting is a responsibility and a chore but is also 

associated with a rite of passage. Because of the dangers of using sharp objects of 

motorized equipment not all children are charged with these chores. 

      This story also speaks to the shared labors that are characteristic of the extended 

families that may live in close proximity to one another or in different locales (Emilio‟s 

uncle lives with his family in Wagon Mound about 45 miles away). Regardless of the 

distance, they have collaborated on a subsistence activity that is often utilized to augment 

household incomes. Emilio mentions that the sale of firewood takes family members to 

Las Vegas or to Santa Fe, an activity that is not uncommon with many households in the 

area. 

   On a return discussion with Emilio, I inquired into his woodcutting story and asked 

why they had to remove the wood from the truck to dislodge it. Conventional mountain 

wisdom suggested to me that the weight of the load would help to provide traction to the 

back wheels. In a response that brought a satisfaction to Emilio, he stated that the tow 

chains were underneath the wood making for a cumbersome but necessary execution. 

      On the same visit I had an opportunity to speak with the father concerning the 

episode; he also was amused with having to unload a considerable amount of firewood to 

access the tow chains. On that occasion he told an anecdote that referenced the ubiquity 

of woodcutting. He mentioned that he had worked in Denver at one time and was not 

comfortable with city life. He added that he made associations with other 

Nuevomexicanos as they had also made the excursion to find work there. “You can 

always tell a Manito there in the city, ay estan partiendo lena , even when they have a gas 
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stove” (they are out there cutting wood even when they have a gas stove).    With this 

joke, Emilio‟s father indexes a variety of areas of common knowledge. One, the code 

switching switches to Spanish, but also to a progressive present tense signaling a 

narrative structure; second, he refers to Denver Nuevomexicanos as Manitos  thereby 

indexing a shared recognition of a labor migration phenomena, and third, he points out 

the contradiction of  the use of gas and wood stoves.     

     The utilization of natural resources is a key concept for subsistence in these villages. 

The use of resources is not limited to wood for cooking and heating. Wood products are 

made available for various purposes. Most children are familiar with the difference of 

lena (firewood), vigas  (heavy beams), latillas (smaller diameter roofing posts), and 

postes (shorter posts used for fencing and gates).  The general recognition of these 

architectural features is not limited to Hispanics or architects. Jane Hill discusses how 

these and other architectural components are utilized in prestigious southwestern 

architecture and real estate marketing exercising a type of linguistic usurpation of cultural 

patrimonies.  

     Some young students can even identify different tree species pertinent to the different 

uses (pinabete, piñon, encino, aspens).  Some households may have stockpiles of 

materials for later sale or barter. It is not an uncommon discussion to hear the school 

children speaking of their experiences while gathering firewood for use or sale.  

     At another household I visited I was provided with more anecdotes and statements that 

emphasized homescape as the site for innovation and problem-solving. I had the 

opportunity to walk an area with young Tabitha, age nine. While leading me around the 
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house and yard she expressed excitement about the many projects that her father had 

embarked upon, many that required her assistance.  She had helped construct the goat 

pen, dog house, and chicken pen. She had also helped her father in constructing some 

gates and feeding structures of welded materials, using automobile and bicycle parts, old 

farm equipment and collected metals. “This is all good stuff, you can use it to make 

things” she said, referring to a big pile of metals and several separate piles of wood. She 

started to pull out an old bicycle frame and suggested that I could use the fork to create a 

stand for holding a watering hose or it could be made into a “fishing pole holder.” She 

had several other ideas for future projects, some that she would take to the flea market for 

sale. The wood piles did not have any identifiable arrangement but were identified for 

different purposes. “That one‟s for building stuff, an that one is for the sellin, an that 

one‟s for carvin and that one‟s for fire.” Other piles were also designated for utility and 

creation. One pile of hay was to be used for composting the garden: “You don‟t have to 

water as much cause the hay keeps the garden wet.”  Another pile was for fodder: “That‟s 

for the animals cause its fresh cut.” Still another pile was not with specific designation 

and therefore open to the whims of children: “Me and Stephanie (little sister) are goin to 

make a house with that pile, like the three pigs.”    

     To better understand Tabitha‟s creativity, imagination, and personal narrative 

formation, it helps to recognize the “funds of knowledge” possessed by her father. He is 

an experienced and creative carpenter, welder, backhoe operator, carpet and tile layer, 

and mason. He has constructed much of the house in which Tabitha lives. He is proud of 

his ingenuity and creations and makes a similar statement regarding the availability of 
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construction and arts materials: “It‟s all good stuff, I don‟t throw anything that I can use”.  

Tabitha also suggests that her father can build anything that he sets his mind to: “He‟s 

(Father) gonna build us a playhouse an a tree house, he planted the trees a long time ago”.  

Tabitha‟s home is a place created of much communication and plans for growth and 

activity. The discussions are rich in content knowledge and shared ideas.   

Microhabitat 

     Many students have special places that they have identified as their own. The special 

places may be lacking in grandeur or salience. They may be of significance only to the 

individual. Selena speaks of a special rock that is close to her home but also centers her 

universe:  

“I go to the rock down by the river by where the fish are at  

sometimes there are rabbits there and coyotes 

I go there to hide from my brother or when I don‟t want to see anyone 

It‟s cool cus no one looks for me there 

My mom knows about the rock cus she picks chokecherrys there” 

       In walking with Selena near her special rock, I can better recognize the significance 

she attributes to it. On can sit atop the rock and overlook a nice pool at the base. It is a 

perfect spot for observations and pondering. The place is down river from her house and 

is nestled behind a grove of cottonwoods. It is far enough away from the house to be out 

of sight but not out of sound distance. “When my mom looks for me she just has to 

whistle or honk the car horn. Sometimes she sends Justine (little brother) to find me.”  

Justin knows that the spot is Selena‟s favorite, but he is not privy to the themes or degree 
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of importance that she has attributed to the spot.  

    In these village communities of northern New Mexico young girls are not limited to 

household space. They are provided with the same degree of access to outdoor fun and 

adventure as their male siblings. Many young females have spoken to me about 

participating on hunting excursions or adventures in the “sierra” (high country).  

    On one occasion I had taken a walk with three siblings (Robert, nine, Rebecca, seven, 

and Manuel, five) as they showed me a special play area by the beaver ponds.  The site 

they took me to was a full quarter-mile away from their home, both out of sight and out 

of sound.  The three spoke to me of different adventures and animal sightings there by the 

ponds. There were able to show me game trails, bird nests, and animal tracks. On that 

occasion we had found a garter snake and all three children took turns holding the snake. 

We had discussed snakes, and they assured me that they knew the difference between 

harmless snakes and “rattlers.” Upon returning to my house, I had shared the episode 

with my wife. She was mortified that the children were so quick to play with the snake 

and would even consider picking it up. My wife is from an urban background and had not 

benefited from a childhood environment where one could play with wild animals and 

explore areas without adult supervision. She had commented that that certainly was not 

an activity that young girls were involved in, thus spurring my own questioning of 

appropriately adventurous behaviors. 

     Nabham and Trimble (1994) also question sex-role stereotypes as related to outdoor 

activities. They suggest that, in the United States, we have socialized young females into 

an avoidance and management of situations where they are at risk. These threatening 
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situations are those that most exploit a female‟s vulnerability. The situations that are 

made dangerous mostly by male predators do not necessarily translate equitably  to the 

danger situations of the outdoors. These later situations are not created by other human 

beings but more likely deal with the elements or limited knowledge of environmental 

dangers. To the degree that we have shielded females from human-made dangers we have 

also socialized them into a reluctance to explore other unknowns such as wild places.   

They go on to suggest that females being “relegated  to  what men have defined as the 

„lesser task‟ of helping other human beings to develop,” have acquired as an 

unintentional by-product “greater recognition of the essential cooperative nature of  

human existence.”  This suggests that females may be culturally more prepared to 

develop affinities with nature and can find a different level of empowerment by 

becoming part of a landscape.  They quote Teresa Jordon, a ranch-life writer:  

“It is so much easier culturally for women to love the land, to simply be in it rather 

than control it. When I played with boys as a child, we rode horses, we played 

cowboys and Indians or rustlers: the land was backdrop. When I played with girls, 

the land and animals were central; we didn‟t just ride horses, we became horses” 

(p.13). 

      This female socialization pattern can provide females with a potential to develop 

relationships of trust, understanding and connection. Such initial relationships can 

translate into many areas of self-esteem and empowerment. To disallow young females 

the ability to explore and understand nature and landscape may put a limitation on their 

eventual cognitive and emotional development: 
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It seems ironic indeed that girls receive so little reinforcement for climbing trees, 

digging in gardens, or turning over rocks to look for spiders when they so need an 

unbiased anchor for their self esteem. (p.17) 

     Both Selena and Rebecca have been supported in their outdoor explorations and the 

development of meaningful relations with the natural environment.  

Natural Resources 

          An insight into the complex relationship of environment and subsistence can be 

found in a written short story by fourth-grader Tazianne: 

      “One night when me and my mom were at Wal-Mart we were coming out and 

saw a mountain lion on the back of a truck, but it was dead. The guy shot it. I 

thought poor thing because it was a mother and it had babies but the babies were still 

in the den. The mother mountain lion had blood coming from her side it was all over 

her.  

What I guessed is that she was going after their horses. So he shot her and di‟nt even 

think if she had babies or anything and in some ways I think it was cruel.” 

 

      This story demonstrates a value for an animal‟s life and recognition of the possible 

repercussions of the hunter‟s actions. The story also suggests a very real scenario, that the 

lion may have been threatening livestock. These situations and judgments are reflective 

of a relationship with the natural environment that is based on stewardship, subsistence 

and community virtues. It is a relationship that changes constantly but is also based on 

long-standing understanding taught to children and youth. This narrative also presents 
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contradictions and questions. Tazianne made conjectures about the fate of the lion and the 

possibility of cubs. He narrative displays the contradictory quality that Ochs and Capps 

suggest as a proclivity of ordinary narratives. This mode provides narrators and listeners 

with a more intimate “inside” portrayal of unfolding events, yet narrators and listeners 

can find it unsettling to be hurtled into the middle of a situation, experiencing it as 

contingent, emergent, and uncertain alongside the protagonists” (Ochs & Capps, 2001). 

   Trees, are important, for more than economic and subsistence purposes. Children also 

become acquainted with the aesthetic value of forested areas. At early ages they learn a 

terminology of beauty and appreciation. Almost all bus excursions with the children 

yielded information about the trees and forested areas that we drove through.  

“The Mountains, one of my most favorite places to go I love how the seenery looks 

where there snow covering the snow. Light bright, White Snow. I love going up to 

the Mountains where its summer nice pretty evergreen, big tall trees, mint plants, 

Termites digging I to the wool of the trees, and the Bears coming out of no where to 

eat hungrily after they have been hibernating. Yes, that how much I love the 

mountains. I love the trees a lot also but we had to cut some down one summer. My 

Grandpa and I and some of my uncles were up in the mountain working, the reason 

why we were doing this is because we were planning to make a tree house and take 

walks and play on the big rocks. Well we worked almost every day. We gave the 

wood to my aunt to use for firewood. We cut down some of those trees that were 

burnt from the fire. It was sad to watch that mountain burn. Well we arnt‟ gonna be 

living there no more, but my auntys and uncles might I don‟t know. One time also in 
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the summer we were going fishing and we had to go on the mountain and it was a 

little high as we were going I was enjoying everything there was butterflies, bees, 

flys, masquitos, little crawling bugs, and beautiful trees and flowers, as I was 

enjoying my grandma and grandpa yell at me they said “look a bear” after awhile as 

we were still watching we realized it was a baby cub the cute little thing was all 

fluffy and small and looked very harmless exept it‟s mothers protection. Also 

another time we were going on a picnic where we were eating we saw some wild 

turkeys past bye there funny looking body running. My uncle wished he had a gun to 

shoot them sense it was getting close to thanksgiving. That‟s the end of my story 

about mountains.” 

     This written narrative, provided by Belen, age nine, has a very poetic quality to it. She 

identifies a variety of aesthetic elements based on her perceptions and actions. She is 

even gracious to the fact that the flys, mosquitos, and little crawling bugs also brought 

her enjoyment. She references another time frame in her story associated to  the 

experience of viewing wildlife.   

In one of the narratives recorded on a bus ride, Natasha, third grade, relays the 

importance of a beautiful landscape damaged by a local forest fire. 

“The fire came really close to our home 

 see right over there it started on the other side by Sonia‟s house 

we were supposed to leave but my mom said it was alright 

we even helped fight the fire when it was over there (pointing north) 

it took a long time to stop an everything smelled like smoke for a long time 
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you could see the smoke clear over there (pointing northeast) 

there were even animals running away  

venous and rabbits and birds and horses 

we moved our horses cus we were scared for them 

when it was over some houses were gone an the mountain was ugly 

you could see it all black n stuff 

the trees were all black and the grass was burnt  

to bad its so dry cus it can burn again” 

     Natasha speaks to some important concerns. The Manuelitas fire, which occurred in 

1999, had a multi level impact on the community. All natural disasters are viewed with 

some degree of fear, but this particular fire had threatened people‟s homes and livestock. 

The fire had a social impact on local communities both near and more distant from the 

fire. During the three days of the fire, many community members volunteered with fire 

fighting and some family members also assisted with worker maintenance and cleanup. It 

served in many ways as a means of community building with individuals contributing 

time and resources even when their personal properties were not threatened. Children at 

Mike Mateo Sena Elementary were provided with many opportunities to discuss and 

learn from the event. Teachers, parents, and U. S. Forest Service personnel led activities 

in the school to quell student fears and to provide prevention education. Many of the 

presentations and ensuing discussions also contributed to a community-building 

orientation with the school children becoming more involved in discussions of 

community collaboration and support.  
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     Most of the young children have not had enough life experience to be able to make 

comparisons relative to the present drought conditions. Most villagers have not had many 

prolonged travel experiences that acquaint them with other climate zones. The children‟s 

references to climate and their verbal perspectives on the drought are closely correlated to 

adult conversations and concerns. Speaking of these natural phenomena serves the 

function of allowing inexperienced youth to benefit from the wisdom of elders. It is a 

manner of speaking similar to speaking in the “platica de los viejitos de antes” except 

that these stylings speak more of a sense of querencia than of a social memory of past 

events.  

     At 11 years of age, Juan is already a flea market regular. His grandmother sells jellies 

and household items, and Juan makes the weekly visit with his mother and father. Juan is 

very proud to be from the Sapello area and has shared some insightful narratives at the 

school. When I greet Juan and his family at the pulga, Juan demonstrates his verbal 

competence. At the initial inquiry of “como estas Juan” he knows to reply with an “aqui 

no mas” or with “nada, nada.” He also knows that the ensuing conservation will 

necessarily begin with reference to the uncomfortable conditions brought about by the 

drought. He will also mention how nice it would be to get a good rain and maybe it will 

come soon. On the few occasions it has rained in the area he knows that opening 

conversations are directed at the presence of the big puddles of sticky, clay mud there at 

the pulga. Juan has developed himself to be a regular contributor to flea market 

conversational practices. He is comfortable in exchanging information and utilizes his 

Spanish vocabulary as often as needed to demonstrate a level of competence.  He is 
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familiar with conversation structures and references local climate and weather as an 

important theme of local communication.  Juan demonstrates some qualities of  “la 

plactica del los viejitos de antes” by referencing this common conversational theme and 

by positioning the his utterances within a larger conversational structure.    

Mountain, Farm and Ranch Work 

     Student narratives often refer to occupational roles that parents, families, and 

neighbors are engaged in. Although most households depend on more than a single 

source of income, there seems to be an affinity for ranching and farming occupations. 

Extended families and neighbors have developed close working relationships and 

mechanisms for barter and cooperation. 

      On one bus ride Florine, fifth grade, provides me with an accounting of the different 

relationships her family has with extended family and neighbors. She has positioned 

herself in front of me on the bus in a manner that the other children cannot distract my 

attention from her tour information.  

“Over there that‟s where Rodriguez lives (pointing to a house) 

he comes over to our house to cut hay n stuff 

sometimes he brings us peas 

that house there is my cousin‟s (pointing to another house) 

they work in town at the hospital but he likes to ride horses 

sometimes they bring them to my house….. 

that house is where we get chickens  

we had to get more because a mountain lion got em” 

     In this passage Florine mentions a variety of transactions and collaborations that take 

place. Her report suggests that there is a high degree of exchange and cooperation 
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between neighbors and “projimos” such as that conceptualized in companilismo. She 

mentions several shared subsistence practices that are characteristic of village economies. 

What is remarkable about this “ordinary narrative” is that the structuring of phrases does 

not demonstrate a specific causal timeline. Rather the internal organization proceeds from 

a perception of space. This may not seem so novel a way of speaking but it does suggest 

that space can also have a quality for organizing.  Casey (1996) presents the insight that 

“place gathers” as an essential trait of place.  

Minimally, places gather things in their midst- where “things” connote various 

animate and inanimate entities. Places also gather experiences and histories, even 

languages and thoughts (p. 24). 

     Again, I am intrigued by a new concept spurred by a serendipitous discovery of 

children‟s speech.  Barbara Johnstone (1990) suggests that stories can be completely 

detached from time but can never be completely detached from place. Those stories that 

are more closely attached to place are better anchored to have shared meaning in 

comparison to stories that are attached to fleeting constructs of time. Space can be very 

concrete in perception, place can be very meaningful is conception, and time can be very 

ambiguous in utility. Place-based stories have a potential for a more facile sharing in that 

space continues and place can be co-constructed. This twofold quality can parallel the 

twofold proclivities that Ochs and Capps suggest for ordinary narratives. All narratives 

exhibit tension between the desire to construct an over-arching storyline that ties events 

together in a seamless explanatory framework and the desire to capture the complexities 

of the events experienced, including haphazard details, uncertainties and conflicting 

sensibilities among protagonists (op.cit., p.4) 
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 Because of this aperture for dynamic constructions children have developed new models 

to speak of community solidarity and support. They may also be creative in narrative 

accounting that refers to divisions in community rather than solidarity. These accounts 

may address transactions not fulfilled or inequitable access to natural resources.  

Wanda, seventh grade, provides the following segment narrative that is very anchored in 

place. We are walking along the dry acequia that is full of weeds and debris. There is 

some sense of despair regarding the barren fields and dusty landscape.  

We used to grow a lot more crops over there (pointing to an unkept field) 

“we grew corn, habas, calabasitas,  and peas 

we would sell them at Las Vegas or trade em  

that was all until Gonzales started hoggin all the water 

they built a dam up there (pointing up the canyon) 

 an now we don‟t get harley any here 

my dad is gonna take em to court an get our water back so we can plant again” 

     The narrative segment provides an example of linear narrative structure that has some 

finality, albeit anticipated.  The authors suggest a structure: 

“Linear, coherent narratives generally have a plot structure that depicts a sequence of 

temporally and causally ordered events organized around a point, with a beginning 

that situates a significant, i.e. unexpected and hence tellable, incident and moves 

logically toward an ending that provides a sense of psychological closure” (Ochs & 

Capps, op.cit., p.5) 

Wanda describes a not so distant past that reflects a comfortable situation that is thwarted 

by a neighbor‟s action. There is some resolve for a prospective return to past states. There 

are several important elements in this short segment. It exhibits linear temporally- 
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sequenced  events  but the narrative in interspersed with  place-based information anchors 

identified by the informant by means of pointing to the sites where the events unfolded or 

referring to spacial terms like here and there. This is an effective story because of its 

ability to demonstrate both a focal event (linear procession of agriculture production; 

inequitable action; retribution) and a spacial contextualizing function (there; Las Vegas; 

there; here). This is a narrative that uses time and space to create a meaningful exchange. 

Narrative Structures of Place 

     Certainly there has been much attention focused on narrative structure and 

performance (Bauman, 1986; Briggs, 1988; Hymes, 1996; and others). They benefited 

from foundational insights that draw from conversational analysis (Cortazzi, 1993; Sacks, 

1972; Jefferson, 1978; Schegloff, 1978; Labov Goffman; & Goodwin, 1984). They 

address many complicated understandings of narrative structure and analysis. Up to this 

point I have considered a permissive notion of personal narrative. The presented 

narratives are varied in their formatting and complexity and could be considered within 

the general definition of narrative. This was beneficial given my level of sociolinguistic 

knowledge, data collection capabilities, and ability for analysis. I wish to explore some 

more structural understandings of narrative with particular reference to personal 

narratives about hunting.  

To do so I employ another permissive definition: 

A narrative is a perceived sequence of non-randomly connected events, typically 

involving, as the experiencing agonist, humans or quasi-humans or other sentient 

beings, from whose experience we humans can “learn” (Toolan, 1997). 
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      In a next level of elaboration Toolan elaborates on the minimal structure of narrative 

as a:  

“sequence of logically and chronologically related events, bound together by 

recurrent focus (which may not be constant or exclusive) on one or more individuals 

(“characters”) in whom the reader becomes interested (positively or negatively); and 

if the narrative is in addition the kind of chronological sequence in which a period of 

turbulence, crisis, or uncertainty is superseded by a later stage of calm, solution of 

closure; and if these are indeed defining criteria for narratives; then texts which 

display few  or none of the above features will not me narratives”(p.17). 

This definition is more structured then that of Ochs and Capps, but is also more flexible 

that other linear causality models. Toolan goes on and synthesizes the three defining 

features of narrative: sequenced and interrelated events; foregrounded individuals; and a 

crisis to resolution.  

Peterson and McCabe (1991) also posit a threefold characterization of narrative: 

1; content, including structure (what here is termed macrostructure) 2; cohesion, or 

how the things one is currently saying relate back to what has gone before, that is 

relationships between sentences and 3; staging, or how the speaker controls the 

perspective from which parts of the story are presented (p. 17). 

     In working with this still permissive definition, of narrative, I wish to look at a 

particular genre of personal narrative to explore their common coherence. Because of 

ubiquity of hunting stories provided by students and adults, I felt that I could explore 

these stories to approximate an analysis of narrative structure.  
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    Ignacio, 38, is a successful hunter. He has lived in these communities all his life but 

has also had work experiences outside of the villages. He is skilled in carpentry, carpet 

laying, backhoe operation and ranch hand assistance. Ignacio is currently working on a 

construction project in Angel Fire (ski resort about an hour north). He commutes to the 

job site, leaving at about 5:00 a.m., and returns about 8:00 p.m. Ignacio‟s wife, Sylvia, 

works in town as a clerk in a retail store. She works part-time and is able to work around 

her children‟s school schedule. They live in a double-wide trailer on a lot provided by 

Sylvia‟s father. Ignacio finds pleasure in the outdoors. His family has horses at a different 

location, so he does not have to provide daily care. This narrative was provided during a 

home visit after I had a chance to talk with Ignacio‟s two sons: 

“three years ago we got two bull tags for the wilderness 

it was an early hunt y estaba todo bien bien seco 

we were there mid October and went up through pecos 

we had taken a couple a mares an a pinto stallion 

a la macquina como nos dio pedo aquel 

first he doesn‟t want to load  then he keeps throwing the saddle 

Johnny gives him some jodazos n he‟s still pinche with us 

Finally were goin n Johnny forgets his gun at the trail 

Anda vete the pendejo has to go back an were stay waiting 

we got up the by rincon bonito an we see some some cabras but no bulls 

were ready to knock down anything for some camp meat  

n this chignon 6 X6 comes into an open  
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before we can get down he‟s gone 

Steve goes around the high side an I stay in the middle 

Johns timber bashing through the oak to get downwind 

 cus we figure he‟s not running scared 

Steve comes across another couple of spike bulls an scares the hell out of em  

so there running upridge an were down here looking for the 6x6 

y lluego the fucker comes out  an Johnny blasts em from his horse 

a chignon shot man.. from out of the timber...” 

 
      This interview narrative provides for all the basic components suggested by Toolan. 

The events follow a chronological sequence; the protagonists are foregrounded, and there 

is a resolved crisis. The telling follows the set pattern in that the hunters must first brave 

the wilderness, confront dry hunting conditions; attend to a disruptive stallion, lose time 

to someone‟s negligence and then achieve a identified goal. This structure adheres to the 

general structure of narrative but also reflects a heroic quality that can be worthy of 

retelling.  I found this to be characteristic of other hunt stories including those of 

children. They identify a difficult environmental context, they identify follow 

protagonists (hunters) and then they describe the chase that ends in success. Certainly I 

heard very few stories of those that “got away” 

Ronald age 10 provided this written story as an assignment in his fifth grade classroom. 

“When I was eight years old I started hunting, It was so exciting but for the deer 

season we didn‟t get anything. When I was nine I went on my second trip. The last 

day of the hunt we were going back to some water holes. Right before we got to one 
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my dad saw a fawn so we looked at it for a while. All of a sudden it took of and  

some big ole bucks followed it , so my dad got out and started shooting with the 

(243). It was behind some bushes and the bushes stopped the bullets. We got out and 

started walking twards them we got to the top and saw a buck. My dad could tell if it 

had any antlers. So we didn‟t shoot. Bummer we didn‟t get anything. I had just 

turned ten when we went cow elk hunting in Mimbres right on the out skirts of Silver 

City. The first day we went out in the truck and I‟m telling you the terrain was very 

rough. The second day we went out and didn‟t see anything. The third day we got up 

at three in the morning and got out by six. By seven thirty we were up on top of a 

huge mountain. All of a sudden my dad nailed on the brakes. Boom, Boom Boom. 

He got out and said “I‟ll be right back”. Two minutes later he said “we got one.” So 

Garrett and I ran over to him and it was huge. There was 3 cows and 3 bulls. We 

were lucky because we was almost over the edge of the mountain. So we gutted it 

and loaded it in the back of the truck, and got back to camp by 8:00. We started 

packing and got back home by the next day. 

In November of 200 I got my first deer licence. So we went and the first day, My dad 

and I went on one side of the montes and  

Elly and Garrett went on the other. My dad and I were on a saddle and Garrett and 

Elliy were up on That day Elly and Garrett shot a 10 point buck. That night it 

snowed and the next day was muddy, muddy. By 12:00 I said  “stop”. I got out the 

243 and Boom, Boom, Boom. It took off Boom again. We tracked for a while and I 

went down into the canyon and I saw him Boom, Boom he went down. So we gutted 
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it and loaded in up and took off. We were near camp and I saw my mom and some 

other adults. My dad stoped, I got out and told her I killed a Six point Buck. The next 

day we packed and left. The End.”  

 

     Ronald follows the basic story line as Ignacio but extends the sequencing over a 

period of several hunting seasons. He does so to ensure that success is eventually 

achieved. As the story progresses Ronald increasingly exercises more agency and 

finalizes his story not on the climatic moment of success achieved but rather with a 

modest and somber action. 

Not all hunting stories tell of adventure in the same way. Some may be more 

serendipitous and modest in character. 

“One day my brothers and I finished the chores we had to do. I had seen some thing 

at the edge of the mountain so I went to see what It was and they where turkeys. Big 

ones to I had walked real close to them. I wish I had a camera with me. Then all of a 

sudden they started to run. I told my self I wish I had a gun. But I cannot mess with 

them. I could have been scared to shut them anyways. I thought to my self again. I 

said I might as well tell my mom and brothers what I had seen. When I told my 

brothers they wanted to get the guns out. I told them pleas don‟t shut them. I went 

back to see if they where there stil and they weren‟t so I started to cry.” (Brenda)) 

 

     Brenda‟s written story also tells of heroic adventure, but she does not brave the 

elements in such a way so as to warrant a “tellability.” She displays internal conflict by 

first wishing to photograph the turkeys then to shoot them and then to prevent her 

brothers from shooting (shut) them. This story presents the protagonist not as the meat 
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provider to the family, rather, she is identified as the heroine that overcomes internal 

conflict to eventually save the identified subjects. What is equally interesting about this 

story is that she elucidates an internal conversation with herself finding resolve with an 

expression of emotion.  

“It all began one summer long ago. We decided to go horseback riding to the sierra 

we packed up several horses Blue, Jr, Canchito just to name a few of the horses we 

took. We also took lunch. We parked at a spot were the gooseneck trailer could fit. 

Then we headed up the steep trail. As we started reaching the top we saw my uncle 

Micheal, my cousin Jerrimiaha plus, my tio Joe. We got to the top of the Sierra and 

ate lunch. After that we packed up and left. As we were going down the sierra we 

saw some abundants of animals. Like grouse, coyote just to name a few. We also 

saw some people that were having a picnic. As we loaded the horses into the trailer 

we heard a nois coming from up th road, as it got closer we noticed that it was my 

uncle Micheal , cousin Jerrimiaha, and my tio Joe. It was so weird that they weren‟t 

riding the horse as they approached closer to the truck I asked them “what had 

happened to there horse?” “ They said “it died on the way down.” So we gave them a 

ride to my grandmas then left for home”. 

     Dylan, age nine, prefaces this written story with a title but also frames the story 

with a reference to days past. At his young age he is probably not privy to what a 

“long ago” can be considered as. He may be familiar with the “plactica de los 

viejitos de antes” and wishes to index that frame of mind. More than likely he uses 

the expression as a stylistic marker to denote the story quality of what he is about to 
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share.  Dylan also demonstrates a experienced knowledge of the “sierra” 

(wilderness), but also demonstrates some ability to tell stories. He can give you all 

the names of the horses, but limits it “just to name a few.” Similarly he can identify 

more wildlife but limits his identification to “just to name a few”. With these 

expressions he tells the listener that he can elaborate if necessary but chooses to limit 

his sharing.  The heroic event in this narrative is somewhat subdued. It is a 

combination of his group accomplishing the goal of getting down the mountain, but 

also of being in the right situation to help the others. 
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CHAPTER 6: EDUCATION IN THEORY AND PLACE 

     In this finalizing chapter I will present an argument for an increased understanding of 

place with respect to different educational discussions and contexts. This final 

presentation reaches for the goals mentioned in Chapter I for an applied “engaged” 

anthropology that will have practical application in classrooms and in communities. I will 

draw from the discussion and analysis of the previous chapters to suggest a direction for 

education reform and curriculum development that benefits from place-based education 

practices particularly in the areas where local discourse, language socialization, and 

narrative development are emphasized. I suggest these areas of practice because of their 

ability to demystify social experience and access cultural knowledge and give voice to 

individuals that may otherwise be alienated by educational institutions. The areas that I 

suggest for practical engagement are limited to a few select areas of education, but the 

ramifications can be extended into many other areas of education practice. Besides the 

practical considerations for classroom pedagogy, I also propose some concepts for 

education theory, particularly in the discussion of critical pedagogy. 

      The linguistic demonstrations of place-identity, presented in the previous chapters, 

are important for considering the sociohistorical and cultural background of children 

raised in the village communities of New Mexico. Our interests in pursuing these insights 

are both academic and practical, and parallels effective education practices that consider 

the “context” of education.  As suggested in Chapter Two: Methodology; a precise 

description of context is problematic and can have many levels of meaning.  The most 

appropriate situations of context are those in which the child is an active agent in the 
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construction of meaning and transfer. Although the social, linguistic, and cultural worlds 

that school children are integral to are complicated beyond the scope of any single 

research project nonetheless, it is necessary to approach and understanding of these 

contexts. I hope to move beyond the typical presentation of context as a static space of 

learning and living and insinuate certain genre of speech behaviors as social events that 

provide insights to place making and correspondingly context comprehension. I suggest a 

prioritization for certain contextual understandings that will lend for both an interpretive 

and critical understanding of student development of place-identity and consequently 

create avenues for effective place-based education practices. In selecting these context 

and academic discussions, I drew from ethnographic, phenomenological, ecological, and 

sociocultural orientations to form the research. 

    To suggest practical applications for this presented discussion it is not sufficient to 

provide educators with a copy of the research and to assume a facile transfer to education 

classrooms. Rather I wish to ground the research in theoretical and practical constructs 

that can be useful to local educators. Although lengthy discussions of place-identity and 

narrative analysis are not commonly developed in education discourses, there are several 

areas of education theory that can benefit from these concepts.  In previous chapters I 

alluded to literature concerning critical pedagogy and place-based education. I wish to 

further discuss these fields and suggest a juxtaposition that will ready this presented 

research piece for classroom utilization.  

Student Place Education and Narrative:  
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    The previous three chapters have exemplified Nuevomexicano language use in a 

variety of school and social contexts. I have provided examples from different situations 

from community, households, and school. I have also suggested different levels of 

analysis respective of the different levels of inquiry. The selection of these areas of 

context and analysis are to support a “multivocal” and “multilocal” approach to 

understanding a Nuevomexicano conceptualization of spatial meaning. The intent to 

provide these various levels of language use and analysis are to address a general rhetoric 

of place and to demonstrate particular discourse styles that represent a Nuevomexicano 

place identity. My intentions are not to “discover” secret speech patterns and themes that 

include or exclude individuals from being members of the villages were the study takes 

place. I am more interested in understanding the themes and patterns that are meaningful 

in contexts affiliated with village and school life.  Some of the themes that demonstrated 

place-identity address social constructions of homescape and other built environments, 

landscapes, wilderness, land tenure philosophies, subsistence chores and natural resource 

exploitation activities, sacred space, recreation and resistance.  Some of the suggested 

patterns demonstrate a common structure for narratives and conversational exchanges. I 

also provided data that illuminate the various speech patterns that are exercised in school 

classrooms including performance strategies and dialogic construction.  

     Linguistic data was derived from a variety of speech situations including natural 

occurring events from bus rides and playgrounds; videotaped segments from home and 

school, interviews and “focus groups”, previous researched oral histories, and legal 

affidavits. I had also utilized written materials from students and adults. These myriad 
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expressions are not presented as a finalizing account of limited themes and structures 

relevant to place-identity formation. Rather, they represent an initial exploration into 

some locally relevant language practices of which each component merits more elaborate 

detailing and analysis. The access, recording, and transcription of language events were 

as much limited by my clumsiness with recording equipment as well as my limited 

expertise with fine-grained discourse analysis.     

     My research interests reflect academic, personal and professional objectives. I chose 

to elaborate on a variety of concerns and analytical tools to express a breadth of research 

potentials. I also suggest such a methodology for the potential of identifying elements and 

components that can be of practicality for education practitioners who are invested in 

understanding the experiential, contextual, and cultural backgrounds of served students. 

      The professional or applied objectives parallel much of the education reform 

movement considered as place-based education. Like many categories of theory and 

practice a simple definition of “place-based education” or “pedagogy of place” would not 

provide an orientation to the richness and dynamic of the discussion that is presently 

unfolding. The concept refers more to a body of practice rather than a theoretical 

construct and has become recognized more because of practical demonstrations rather 

than as an abstract pedagogy. In general, place-based education refers to a connection 

between educational practices of: experiential learning; contextual learning; 

constructivism; outdoor education; indigenous education; environmental and ecological 

education; bioregional education; democratic education; multicultural education; and 

community-based education (Gruenewald, 2003). There may be some overlap between 
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these mentioned strategies, but all can be considered as part of this movement for place-

based education. Many of these practices have become increasingly visible in rural 

contexts and in communities where place and landscape have taken on intrinsic values. 

This repertoire of strategies can be of particular value in schools and communities that 

share a common ethnophilosophy or have developed a strong place-identity such as in the 

case of the Nuevomexicano villages. 

     Place-based education also supports an understanding and incorporation of local 

knowledge systems. Many place-based projects have been exercised in Native American 

communities with an emphasis on recognizing indigenous science and belief systems 

(Rural Schools and Community Trust).  The Funds of Knowledge (FOK) project can be 

considered within this framework of education practice considering the project interest in 

household and community knowledge bases (Moll, 1992). There are many classroom 

strategies that chose to access place-based knowledge.  Most activities rely on linguistic 

data to clarify these areas of knowledge and cultural understanding.  

Place Narratives and Place Identity 

    My decision to emphasize discursive and narrative levels of speech is based on my 

interest to access the more emotional areas of place meaning. This interest in the 

emotional elements of place parallels different discourses of education that have 

questioned the separation of emotion and logic as discreet learning processes. Kincheloe 

& Steinberg  (1996) frame this objective separation: 

“Informed by feminist perspectives and critical constructivist epistemology, post-formal 

teachers admit that, indeed emotions do exert a disorganizing effect on traditional 
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logocentric ways of knowing and rationalistic cognitive theory. But, they argue, such 

disorganization is a positive step in the attempt to critically accommodate our 

perceptions of ourselves and the world around us. Emotions thus create powerful 

thinking mechanisms that, when combined with logic, create a cognitive process that 

extends our ability to make sense of the universe” (p. 31). 

     The “sociohistorical” orientation to education also considers that a child‟s cognitive 

development cannot be separated from the external social and cultural world in which the 

child is imbedded. This includes home, community, and the different school contexts in 

which the child is involved. A sociohistorical approach also considers the importance of 

cultural identity and emotional criteria that have an impact on cognitive growth and 

learning.  Cultural identity encompasses the images of behaviors, beliefs, values, and 

norms appropriate to members of the ethnic groups (Perez, 1998) Again, I emphasize 

place-identity as a component of a larger conceptualization of ethnic and cultural identity 

and therefore encompass similar images.  

      Most education related disciplines recognize that access to these cultural 

understandings of place and ethnicity can be best understood by means of linguistic 

material. Certainly “linguistic analysis” can mean a lot and the discussion of meaningful 

units of analysis can be exhaustive. I suggest that the levels of analysis more associated 

with discourse and narrative are the most appropriate for understanding culture in general 

and more specifically ethnic and cultural identity.  

     In agreement with Dell Hymes‟ (1996) assertion that “narrative forms of thinking are 

inescapably fundamental in human life” an educational emphasis on place-based 
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narrative can be fundamental to understanding social and cultural contexts of student‟s 

lives.   

In sum, if one considers that narrative may be a mode of thought, and indeed that 

narrative may be an inescapable mode of thought, then its differential distribution in 

a society may be a clue to the distribution of other things a well-rights and privileges 

having to do with power and money, to be sure, but also rights and privileges having 

to do with fundamental functions of language itself, its cognitive and expressive uses 

in narrative form (p.32). 

     Classroom pedagogy can benefit immensely from this understanding the importance 

of narrative particularly to those areas that exemplify cultural understandings that are not 

commonly recognized in classrooms.  On the contrary, not only are students dissuaded 

from using general narrative forms of communication they are stifled in their presentation 

of personal narratives as expositions of knowledge and insight. (Cazden, 1988) 

 Cazden and Hymes (1996) suggest that the limited use of personal narrative in the 

classroom demonstrates a consideration of personal narrative as solely legitimate when 

used among co-members of a group.   To be negated the possibility for sharing personal 

narrative they are, in fact, identified as non-members of a group. 

      To include and pursue student narrative in classroom settings is to act on several 

levels of transfer and empowerment.  To facilitate these place-based narratives is to 

sponsor student‟s self-reflexive constructions of place and identity. Such explorations 

transform the student into ethnographers of their own experiences knowledge and 
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realties. Dell Hymes (1981) suggests that this activity is an indispensable component of a 

democratic way of life: 

“A member of a given community, then, need not be merely a source of data, an 

object at the other end of a scientific instrument. He or she already possesses some of 

the local knowledge and access to knowledge that is essential to successful 

ethnography, and may have a talent for sifting and synthesizing it, special insight 

into some part of it…. Indeed, one may argue that an educational system devoted to a 

democratic way of life would provide this other part to every student, as a right and 

basis for citizenship. Not to do so is to withhold from citizens the best we have to 

offer them for the understanding of social experience, for coming to terms with it or 

changing it.” (p.56) 

     Hymes suggests that we consider narrative as an inescapable “mode of thought” that 

should be qualified as an indicator of societal stratification. The privileging of certain 

forms of discourse over others reflects power differentials that are important to 

sociolinguistic analysis. The inherent power relations that accompany this ranking of 

discourse are not pertinent only to social analysts in their qualification of academic 

subject material. An understanding of these relationships is necessary to our 

comprehension of the dynamics of conversation and control that are exercised in 

classroom and school contexts. These power inequities are present in educational 

contexts where we have the presence of ethnically and socioeconomically diverse 

students. They are also exacerbated in rural communities where the content area 

privileging has tended to emphasize urban and suburban discourses.  
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Critical Pedagogy and Rural Emancipation 

      As with many theoretical constructs, a discussion of “critical pedagogy” is not a 

bounded discourse or set of principles. It is a general orientation of many authors and 

schools that represents progressive education analysis and practices. It is only within the 

last twenty years that education theory and institutions have taken a substantive 

consideration of the social and cultural foundations of schooling and learning (Morrow & 

Torres, 1995). Parallel to theoretical trajectories projecting from the social sciences 

education theory has built upon functionalist and structuralist orientations. Much of the 

literature reflects the general assumptions of neo-marxist critical theory.  Most authors 

suggest a transformational educational practice that questions the power relations and 

inequities of educational practices. The underlying assumptions are that education 

institutions and classroom practices reflect ideologies and political structures that have 

stifled underrepresented ethnic and class-based populations.  Critical pedagogy suggests 

education practices that question the larger historical, ideological, economic and cultural 

conditions that impact schooling.  It is primarily concerned with the kinds of educational 

theories and practices that encourage both students and teachers to develop an 

understanding of the interconnecting relationships among ideology, power and culture 

(Leistyna & Woodrum, 1996).  Critical pedagogy challenges the assumptions, practices 

and outcomes taken for granted in dominant culture and in conventional education 

(Gruenewald, 2003). 

     The general conceptualization of culture is determined by institutional forms and lived 

experiences that reflect values, beliefs, knowledge bases and communication styles. The 
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utilized framework for understanding culture also recognizes that represent cultural 

beliefs and behaviors reflecting dominant cultural identities and modernist education 

practices. From both a perspective of education research and a critique of hegemonic 

education practices critical pedagogy contests the dominant paradigms of universal 

reason, absolute truth and objective inquiry. Rather it recognizes “research” to be 

historically situated and socially constructed. 

 It is only of recent development that educational research and practice has come to 

recognize the value of connecting schooling strategies with student‟s lives. These best 

practices can assume several objectives (Reveles & Mendoza-Reis, 2002) 

 To design instructional activities based on what students already know from 

home, community and school. 

 To acquire knowledge of local norms and perspectives by talking to students, 

students‟ parents, community members, other insiders and reading pertinent 

documents 

 To assist students to connect and apply their learning to knowledge and issues in 

home and community. 

 To create various activities to include students‟ cultural preferences 

  To plan jointly with students to design community-based learning activities. 

 To provide opportunities for parents and community members to participate in 

classroom instructional activities.  
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My suggested areas of practice offer a response to the present federal legislation titled No 

Child Left Behind that emphasizes comparative norm-based testing, standards-driven 

accountability and “teaching-to-the test” pedagogies 
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